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PROLOGUE

This report should be read with several qualifications borne

in mind. First, like the oaer reports in the project, it was

, written under considerable pressure of time. Second, apart from

Case,Study 2, which was written by Mr. J. Porter, the report was

written by one person and, therefore, it inevitably represents a

partial and incomplete account; very helpful discussions and

consultations were held about the -chosen topics and their treatment

but in a field as diverse as this there will undoubtedly be differ
.

ences of opinion about these. Third, much of the information was

derived from secondary sources and here, too, one is only too

conscious that a better informedjUdgement might well have led to

different conclusions. Fourth, because of shortage,.of time and

space, the report Beals only with England and Wales and not with

Scotland and Northern Ireland.

Bolam,

Bristol, May 1976.
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SECTION I: , INTRODUCTION: THE NATIONAL CONTEXT

1. Background

The purEose of this report on the in-service education and training

(INSET) of teachers in England and Wales is twofold. First, to describe and

analyse five, major, significant and potentially adaptable innovative

INSET practices; seconds to relate these five case-studies to the national

INSET context and to explore some of their implications for the future of

INSET nationally and internationally.

Although the report has been written at a time of great change and

uncertainty, it is clear that a watershed has been reached in the development

of teacher training. As Dr. William Taylor, the Director of the University

of London Institute of Education recently put it, 'the post-McNair era is

effectively at an end'. The post-war framework for teacher education resulted froth the

establishment of university-based Area Training Organisations (A.T.O.) following

the publication in 1944 of the McNair Report on teacher education. The latter

part of the post-war period saw major developments, particularly in initial

training. The old two-year certificate course was abandoned in favour of a

mini. three year course; the 1960s saw the rapid expansion in size of the

college§ of education to meet the national shortage of teachers, this period

also saw the introduction into the colleges of a four year Bachelor of Education

(B.Ed.) degree, validated by the universities.

This pre-occupation with initial training left little time for any-

serious thought to be given to INSET. The system grew in a rather ad hoc

and,uncoordinated fashion until, by 1970, it was clear that, at the very least,

some rationalisation was called for. Since 1970 the reports, discussions,

proposals and changes have come thick and fast: we have had a parliamentary

Select Committee Inquiry, the A.T.O. Ihquiries, the James Committee report,

the pre-White Paper consultations, the White Paper itself and both the concurrent

and subsequent contextual changes which are desciibe4 below.

All Of these activities stimulated a great deal of national discussion

in the profession, and more generally, about teacher education and this in

itself was a highly significant development. For perhaps the greater. single

difference between the pre and post 1970 climate of opinions is the widespread

recognition now accorded to the importance of INSET.

2. ItalEM41922q
This change is in no small measure due to the report of the Jates

Cpuclittec (Department of Education and Science, 1972). which referredto the

I
induction and in-service training bf teachers as''the third cycle' of

teachercducation which they defined as "the who& Annge qactimiti.e4 by

iah C.o.n extend, .heir pot4onat education, develop



competence and imOnovgxtheit undeutanding o6 educationat ptincipte6-and

techntqUed.w The Committee gave pride of place to the third cycle: "Much

o6 the angument,o6 tia4 nepoitt,dePend4 upon the pkopozat4 made son the

&iAd cycte. To none o6 out necommenidation4 do we attach greaten mpontance

than to .thee, son' they determine a. gxea4deatO6 the thinhing'which under 1e4

the nepont a4 a. who .ee." They explained the importance they attach to INSET

in the following terms: "A great weight o6 evidence submitted .to this

Committee, onatty and in waiting, 4ugge4t4 that a much expanded and ptopekty

Co-ottainated poLogitamme oi 411-4ekv:ice education and tuining-Ls msentiat

to the 6utuke 4tnength and devetopment o6 the teaching pno6e44ion. the have

'been very mach impeded by the unanimity with which a Lange expanzion o6

inr4envice tuining hoz been urged by the 444ociation4 nepke4enUng not onty

the teachen4 who would dikectty bene6it, but atzo the many di66etent agencie4

who woad have to pkovidethecoun4e4, and the &cat education auApAitie4.

who, in taimemea4uke, would have to soot the hilt. The angumenta in savour

o6 such an expamion axe very 4tnong. It .L zet6-evident that pre-.4envice

education and tuining, together with the pkobationaky yeah., can be no move

ilian a. 6oundation. In that imitiat peniod it AA impo44ibte to 6one4ee, tet

atone to ovvide son, att. the demand4 that may sat on the teaching pko6e44ion

in suture, on on individuat membered o6 it duning cantered." Thus, the

James Committee was, in a very important sense, making recommendations which

reflected views which were already widely held but their report was so radical

and controversial that a much wider debate and hearing was given to the

proposals than might otherwise have been the case.

3. The Pre -W

Following the James Report a great deal of national discussion and

consultation took place about it in the context of the projected Government

policy statement on education. As far as teacher training was concerned these

discussions focused on the James Report's proposals and alternatives to them

There was general agreement that change was needed, though the universities

were perhaps the least convinced of this, and that the teacher training continuum

initial, induction and in-service (sometimes referred to mnemonically as the

triple-I continuum!) - provided a desirable framework of reference. What

then was the position at this time?

a. Initial Training

The position in initial teacher education may be summarised by

reference to the following Table:-
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Student Teachers Admitted to Initial Trainin' Cours s: October 1972

_(Source: Statistics'of Education 1972)

Type of
Institution

Type of
Course

,-....------

University
Departments
of

Education

Colleges
of

Education

Polytechnic
Departments
of

Education

Other
(e.g.

Technical
and Art)

TOTAL

One year postgraduate 5,134 5,128 96 - 10,358

Three and four year - 34,859 828 - 35,687

Other 150 2,146 111 2,180 4,587

TOTAL 5,284 42,133 1,035 2,180 50,632

Almost 75% of all student teachers were receiving their training in colleges of

education and were taking mainly three year certificate or four year B.Ed. degree

courses. These colleges were almost completely imonotechnic' (i.e. they dealt

only with student teachers) and their awards were validated by their local university.

About 20% had taken a three-year degree course at a university or polytechnic and

were studying for a one-year postgraduate professional qualification. About half

of this group were in university departments of education and half in colleges of

education.

b. Induction Year

Following their initial training, all beginning teachers are required to, .

complete a one-year probationary period of full-time teaching. This is supposed

to be aninduction period and is the responsibility of the schools and the local

eduCAtion authorities. However, few of them have organised systematic or

4 s#UcEured induction schemes and generally, speaking, the initial training

institutions have played little part in any such schemes.

c. INSET

INSET is less easy to describe and quantify. No agreed definition exists

and statistical data about INSET is woefully inadequate: the last comprehensive

survey was carried out ten years ago (see Cane, 1973); the latest D.E.S. figures

are for 1973 but these are, in any case, lacking in both detail and specific

relevance. For our present purposes we may regard INSET as consisting of all

_courses and training activities undertaken by qualifiedteachers, including

progationers, these may-range from an evening or week-end conference at a

Teachers' Centre to a full-time Masters or Doctoril.pyogramme at a university.

9



It is up to individual teachers to decide whether or not they want

to attend an in-service training course, bvt they can only obtain paid

release to attend a full-time course with the agreement of their employing

L.E.A. In 1972-73 about 3,000 teachers (or less than 1% of the overall

teaching force of 365,000) attended full-time courses lasting either one

term or one year. It is important to note that these figures exclude

both part-time and shorter courses. In 1970 the D.E.S. estimated that

abOut 51 million pounds was being spent on in-service training in England

and Wales as compared with about 80 million pounds on initial training.

The main providers of the longer courses are the universitiel and the

colleges of edupAion. The main providers of the shorter courses are

the L.E.A. advisers, the L.E.A. teachers' centres and the universities.

The university-based Area Training Organisations have tried to coordinate

these various in-service activities but one measure of the difficulty

of doing so is that in 1966-67 there were approximately 500 providing

agencies offering about 8,000 courses of all kinde,

4. The WhitsPaper

In 1972 a government policy statement was issued in the form of

a White Paper, which proposed a substantial increase in both induction

and in-service education and training (Cmnd. 5174, 1972). The essence

of -.hese proposals was as follows:-

a. INSET

i) All teachers to be entitled to release for INSET

for periods equivalent to one term in every seven

years of service (eventually one term in five years).

ii) A substantial expansion of in-service.training to

begin in the school year 1974-75 and thereafter to

continue progressively so as to reach the target

of 3% release by 1981.

iii) Local authorities and teachers' associations to

negotiate an agreed basis for release, bearing in

mind the need to strike a balance between the

needs of individual teachers and those of partic-

ular schools. 10



Iv) Opportunities to be preserved for some teachers

to attend courses of more than three months'

duration.

b. Induction

i) Probationers to receive help during their

induction year;

ii) probationers to be released for not. less than

one fifth of their time for in-service training;

iii) their overall timetable to be lighttned to

three-quarters of a full teaching load;

iv) sufficient teachers to be made available to make

this possible;

v) the profession to play a full part in induction;

Vi) professional tutors to be appointed in each school

and trained at the professional centres;

vii) a network of professional centres to be established,

based principally on existink training institutions

and teachers' centres;

viii) a pilot scheme to be mounted in four areas with the

aim.of introducing a national scheme in the school

year 1975-76.

c. Coordination
ylachiner

i) University-based A.T.O.s to be replaced by new

regional coordinating committees;
'41

ii) A national Advisory Committee on the Supply and

Training of Teachers to be established.

These and other related proposals contained in the White Paper have been

implemented to varying degrees. They, and some of the issues raised,

form the substance of much of the rest of this Introduction and, indeed,

of the report as a whole. The totality represents sot:ething of a

'seamless robe' and thus the order in which the recommendations and

issues are dealt with in
,

the following pa&s may appear somewhat

1 1arbitrary.



5. Consultative Machiner

At national level an Advisory Committee on the Supply and Training

of Teachers (ACSTT) has been reconstituted. Its membership is drawn from

three main interest groups: the teachers' professional associations, the

local education authorities and the INSET providing agencies (e.g. colleges

of education and universities); the D.E.S. is also represented. This

committee's main task is to advise the Secretary of State on his 'eentua

Atoon4ibititie6 tiat toachert Auppty and training'.

ACSTT has established a sub-committee on induction and in-service

training (ENIST) which has now produced several discussion papers and

reports on INSET needs and provision, on the tole of colleges as providing

agencies, on the first year of the induction pilot schemes, and on overall

priorities in INSET. These'papers have been widely disseminated and have

formed the basis for discussions between L.E.A.s, teachers' associations,

INSET providing agencies and other interested groups at local, regional

and national levels. These discussions in themselves represent a signif-

icant innovation in consultation and planning for a national INSET policy.

Currently being considered are two fundamentally different sets of

proposals on the reorganisation of consultative and administrative machinery

for INSET at regiona&level. It is generally agreed that there are three-

inter-relaLed tasks to be taken into account when establishing such machinery.

These have come to be known as functions A, B and C:-

A. the promotion, coordination and supervision of INSET,

including induction, and the related professional centres

within the region;

B. the promotion, coordination and supervisiofi of the dis-

tribution of initial teacher training courses, in

number and kind, among non university institutions of

higher education;

.C. the coordination and provision of further and higher

education generally in the non-university sector.

The 1972 Government White Paper proposed replacing the existing

University-based Area Training Organisations (A.T.O.$) by Regional Committees

for Teacher Education (R.C.Cs.T.E.). These would be co-terminous with, but

independent of, the existing Regional Advisory Councils (R.A.C.$) which at

present tarry out function C. A.C. supported this proposal and the
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'recommendations that the R.C.Cs:T.E. should be responsible l nly for function A.

However, the Council for Local Education Authorities (.1,.E.A.), which

spe'aks for all Lical education authorities,' then made a counter proposal that

the university A.T.O.s and the R.A.C.s for futher education hould both be

replaced by single bodies called Further Education Advisory Canncil for the

Region (F.E.A.C.R.$). These would be responsible for all three\functions,-

i.e. they would:

Pcon4ida, paomote, monitat and advioe on'the ptanning, coo -

ination and devetopment in the /Legion .06 ate tevet4 and Lo

06 *oaken. education outaide the univemitie4 inetuding the

inttiae, induction and in-zavicetitaining o 6 tzachea4 Meth

ptovided in in'stitution4 maintained by L.E.A.4 on tho4e movi'd

by votuntaw bodie41.'
k

C.L.E.A.'s counter proposal has met with considerable opposition,

particularly from-the universities. The old A.T.O.s and the proposed R.6Cs.T.E.

were essentially trans-binary, i.e. representative of both university and\

public-sector institutions. The universities consider that F.E.A.C.R.s wo

mainly represent. public-sectovinterests. They are especially critical

of C.L.E.A.'s proposal that F.E.A.C.R.s should establish a sub-committee

twim nelienence and membeohip on the Linea' of the proposed

R.C.Cs.T.E. because: ' a tun4-binary body, 4at which independence =6
teglAded as 6undamenta, wowed be tunAtioAmed into a second-tevee commUtee

o6 a aegionat councit ezaentatev teoonaibte tiot wank in the Olt& 4ectore.

, C.L.E.A.'s view is that the needto rationalise the arrangements.must logically

point to the creation of a single, new\body, because the R.A.C.s ought to

be abolished tether than modified, because two bodies would be 'leis efficient

and,more expensive and beeahse neither alonie would attract aligh 14001

director of the sort needed. ,

The debate has now reached a stalemate after riagini%very4widilywec

the long term implications for university autonomy, the ,need fatalte account

of possible changes in both local government's finaning, and thtleyolutimm'

of certain central government powers to regiodal autheritiea, iiincr, finally,

the desirability of regional bodies at all. At present t404 veriamept A410

not made a decision and the A.T.O.s have been invited tocart on ,pro. tem.

13-



It is likely that the t nor eleven regions envisaged as the units

for consultation and coordinat on will be too large for certain purposes

and that sub-regional machine will be necessary to facilitate, for example,

inter-L.E.A. consultation. I y case, each local authority area will almost

certainly set up consultative chinery. Several L.E.A.s have already taken

the initiative in doing this buti as yet, it is unclear how significant,are

the undodhted differences between, the constitutions and functions of these

committees.

Providing agencies are being encouraged to set up committees,

representing teacher and L.E.A. interests, to advise the institution's

permanent academic staff about the relevance of their existing and projected

INSET courses. At school level heads.are being encouraged to consult with

staff about INSET needs and provision within the school and to establish an

INSET committee where this seems appropriate. At present, although there is

no comprehensive information available, it is probable that few providing

agencies and schools have actually established this machinery.

6. Broad Aims of INSET

The DUST sub-committee suggested that the broad aim of INSET was

'to enable a. teacha to monitors and <shape iu.6 pno6e.64ionat. development'.

It should enable teachers:-

"a. to develop thea pko6ea4ionat competence, congdence and

tetevant knoweedge;

b. to evaluate thea own mak and atatudeA in conjunction with

than pA44e44ionat cateeagues °the& panto otc the education

setvice;

c. to develop catekia which woad hap them too.44e66 that own

teaching Ada in tetation to a changed <society ion which the

4ckoot4 mug equip thea

d. advance the.a. calizaa."

The sub-committee's view was that the interests of other'groups,

particularly the schools, the local authorities and the providing agencies,

also had to be taken into account. kt therefore attempted to identify, in

a non-prescriptive fashion, the INSET needs of teachers, schools and L.E.A.s

and the .features of a coherent system of provision. 14



1. The Career Profile

TRe concept of a career profile for teachers was suggested as a guiding frame-

work, although it was recognised that it would 'not ptecisety &it the
pito6e64sional development 06 ev2ity teacheie.

1. "A teachers &fiat needs .to be initiated success ittety into hi6.
ptolleazionat etyma in a ape:ci..6.i.c. school. The INDUCTION YEAR

will include a teacher's 44.6t INSET expe/tience.

2. ... thet.e 6oteow6 a period o6 peichap6, some (icon to 4i,X years
when .the young teacher needs to consolidate his ptio4essionat
con6idence by adding to his knowledge and developing h.i6 ziates.
This is pubabty best achieved by a. series o6 tetativety shwa
courses which arm SPECIFIC in theirs content and apptication.
Since teachem would wait to tetate INSET -Indeirtahe.n .to the
wank they arse immediatety invotved with, a. .lengthy period o6
absence. PAM school would be unhetp6u.e. and these 4peei6icatty
tiocwsed comsez mad pahaps best be dealt with by a combin-
ation oi short pehiods o6 6met.-time study and mane extended
petiods o6 paia-time study.

3. Atiters some iiive to eight years in the pto6eszion, theitz .Lo
the. need 6on a teacha to it.e6tect on his wak to date and in
.the .eight. o6 thi.4 evaluation to coraideA the ditttaion 06
his ccuteex oven the next sew yeats. 16 this REORIENTATION
and ke6keshment i6 to be iuc.ces46ta, a. teachetc wilt need to
distance himseti to some extent item the,,immedca' te situation
J..n which he ha6 been invotve.d and his would Awn an appkop-,
klate time, son secondment tion at least one team ... (this),

could .1.nitiate a change in coneen cliAection on con6itun,
and enhance the diitection to wizieh a teacher was r aticeady.
committed.

4. ... (then) there would seem to be. the need 0, Sum then.
studies on. a pant-tb ne/6ta-time bazi6, somewhat 4.1.rni2ah in
Length to the ipeaillic court-6es ou,ttinea above, but dtHettent,
in..chattacteit... and higitui. in ztandand. These ADVANCED SEMINARS .

should, give :teachers the opporttimity to develop speaatist
expietti6e.and knowledge.

15



5. Beione the mid-point in a teachee.5. careen, bay, atiteit. twave

to 6i6teen yeah in the pftoies.sion, a' numbeit. 476 teacheA4 wat

need to ice-equip ther4eeved in a majors way ion new and Aub-

4stantiat xesponsittitikies which mitt nequrvice oi them eadeit..-

4hip and management in um-Z=6 6oiLm6 within thi education
4eitvice. U would be an appcopitia,te time lion. ADVANCED STUDIES

which cooed take a vattiety oi 0104, Itequiiting a .sab.stantiza

peitiod o6 Ado:14e - at teazt one teem and in acme au6e6 a year.

Some teachas wiLe not be undeittaking mote' iceaponsibititieds

but tui.U. need a period oi zecondment at this paint in thebt

Cahee.11.4 t.0 ice-a4.6e64 theiac. exi4ting one.4.

6. White £4 mote di.661..e.wet a6teic the ?tad-ea/tuft paint to

diAcemt broad Aequbtementa 4,6 po.54ibte ,to identiiy two

gitou.p4 o6 teacheii6 with dratinct need6. A itaativety Amate

rumbeit o6 "nceddte managms" and adntini.6ttatotta wia need .to

be pupated sot what one might teAnt,TOP MANAGEMENT within

the education .5eAvice and zpecige pkoviaton Son .them cooed

be made at a ice.exctive.ty amde numbeit, oi ce.ntices. Them. Ls

atoo a mote isubistantiat group teachets with tong 4eicvice,

peithaps in one 4choot., who may not have, and pas.sibty -have

never. nought, pmapects o6 advancement in the Pico6e.mion.

The major need o6 thia group 6oA REFRESHMENT, not nece6.6-

watt/ within the zetting o6 a pima cowczte. They need the

oppontunity to get away prom achoot °Ado, to tteptent.sh

their intatectuat and catuluit ligze.Ave4 40 that .to the
qua/ties oti expaience and Astabitity which 404biting tO

they teaching thece may be added Acme new inteirekt
mit*

nenewed enthu4siam as they enteic the tatteit, 6'..eit04

ccuteeit.6."



The Needs of Schools and L.E.A.S,

Alongside the needs of teachers, the paper set those of schools and

local authorities:

"Educationa and zociat change makes new demands upon

4schoo e 6, as upon beat &Ligation authotities, and teat. head's
and teacher's to tecOn6idet the existing cut iticutat and mean-
isationat pattan6 to make them mote ,apptt.opkiate to the new

'situation. Thio in twin ckeate6 a ned son a ptogtaitre o6
.6taii development bo that the ata66 may aequim. the 4.1.34R.S

ne,cessaty to achieve the educe-Lona objectives they have
Sotmatated to 4eitve the ahadken they teach:

WILUASt 401ttez 0-6 .these in-zeta/ice rosining need's k.e.suet 6tom

changes otiginating exteitnatey, a6 the neokearyesettion: 96
becoridcuuj education 4..n an area., otheia attiie ikorn
within the achooe its et6 Examptes o the tatter, Might 'be the
adoption o6 veitticat grouping in a pirimaty ichdot, and in a
zecondaty zehoot. the .ixttoductton o6 acme 6otm o6 inteekated
.stu.die4 OIL mote aufmtantLat cakeeka education ptovision.

. A 4tati6 development pitogkantne wilt be. no Um tte.c4A4aky
PA. a 'school a netativety iateady .statet 'situation to
provide bon such needs as the induction of new entlutnt6 to
the pko6e.s.sion and o6 experienced teachers new .to the .schbot;
te.6teshmentSand up-datZng tiot tong-4setving teachers; &aiming
on 6u4thet 'study ptepatati.on 6on ptomotion on new neaiio0-
..bititte6 in the :sshoot."

In the nationwide discussions about the paper, the career proftle concept

attracted a lot of attention and some criticism. The criticism *scuminly
directeCat its apparent inflexibility and, supposed prescriptiveness. The

profile was undoubtedly crude and arbitrary and it will:no ,doubt beT a,udiaed

and elaborated to take account, of these criticisms: for example it shOuld

be possible to devise several, alternative prof4les to 11.,e colf the

careers of reasonably typical tesAiri generate various 'IN ne
ever, the follow-up paper stressed that the paps is accrue%nly, ,not intended

to be prescriptive.



9. INSET Provision

This follow-up paper dealt with INSET provision and finance. Its

aim was t6 relate provision to the needs of teachers, schools and L.E.A.s

identified in the first paper and to needs arising from regional and

-national circumstances.

a) L.E.A. Provision

Most local education authorities provide INSET through two major

agencies: teachers' centres (see Case Study 4 ) and L.E.A. advisers. Most

L.E.A.s have teams of advisers and advisory teachers whose job it is to

advise the authority'e_teachers and schools. The number and functions of

advisers vary considerably between authorities and as yet little systematic

data exists about their work (cf. Bolam, 'Smith and Canter, forthcoming).

In general it can be said that the 2,000 or so advisers (no figures are

available for advisory teachers) organise a great deal of INSET which

usually takes the form of evening meetings and day conferences on.-practical

topics. Because their courses are usually short and do not carry any formal

awards, no statistics are kept about them.

b) coneasofktusatioia
In the past, colleges of education have concentrated predominantly

on the initial training of teachers. Indeed there is some evidence that

they were actively discouraged frOm offering INSET by local authorities

who regarded the provision of INSET outside the universities as the respons-

ibility of their advisory teams and teachers' centres (cf. Hollins, 1973).

This situation is changing for three main reasons. First, the

drastically reduced demand for teachers in the system has led to a massive

over - supply of college lecturers which will be partially alleviated by the

adoption of the government's policy of allowing 20% of college staff time

to be taken up with INSET activities, including induction. Second, the

economic crisis has led local authorities to recognise that the colleges

offer enormously valUable INSET resources in the form of accommodation

and equipment. Third, these first two reasons have led to a reassesbuent'

of the potential coptribution of college lecturers to INSET and a, sometimes

grudging, recognition that this contribution can be a'valuable 'one.

t
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The current position is tha c lieges, and faculties of education in

the re-organised institutes of higher education, are actively seeking to

mount INSET courses which will ensure that they are able to justify employing

20Z of their staff for this purpose. Case Study 2 deals in detail with some

of these issues. At this point we may simply note that it is the longer,

award-bearing courses offered on a part-time basis which appear to offer

colleges the best way of achieving viability for their INSET staffing com-

ponent. Hence, many colleges are currently preparing, and submitting to

the C.N.A.A. and local universities for validation, INSET courses at first

degree and advanced diploma level. Others are seeking to negotiate informal

contracts" with neighbouring local authorities to ensure a reasonable and .

continuing take-up of short courses (Hencke, 1976).

c) Universities

The main contribution to INSET by universities is in the provision of

award- bearing courses. The position in 1973, for example, is summarised in

the following table:-

Post raduate Education Students in Universities in Great Britain: 1973

(Source: D.B.S. Statistics of Education, Vol. 6, 1973: Universities)

Full-time , Part-time

Research work
for a higher degree '314 1,183

.P.... ..."..............
r

Other research work 27 19

Taught courses
706 1,173

/1....

for a higher degree

Taught courses
.

,;4
2,305* 1,273

aLforotherualifications(notPIG.C.E. .1______
Total 3,352* , 3,648

* approximate figures only

I
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In addition, however, most universities provide short courses of a more

directly practical kind. In a typical term in the University of Bristol

A.T.O., for example, the Further Professional Studies Division offers over

50 courses varying fiom a one-day conference to several two-term, part-

time courses.

d) TI.....t!nent of Education EdScierse

f

The D.E.S. makes three main types of contribution to INSET. Her

Majesty's Inspectorate, numbering about 500 across England and Wales,

influence schools and colleges during their regular visits through their

contributions to courses organised by other agencies. They themselves,

also organise short courses, of approximately four to fourteen days' duration,

on a national and regional basis. In 1973, for example, they organised 118

such courses for primary and secondary schools attracting over 6,000

qualified teachers as students. Their third main contribution is via the

courses organised jointly with the University Area Training Organisations.

A.T.0./D.E.S. Courses were initiated and funded by the D.E.S. in 1970

'to encomage pkovibion o6 counaea o6 a subatantiat nature to gee the gap

between the ahont maw o6 up to a weefi on. 10 dap' du ,ion atteady

pnovided by many L.E.A.a and A.T.0.4 and the advanced COUA4e4 treading .to

lionmat quatiiiicatione. The courses were to be basically part-time. One

suggested pattern was 'an tnitiat course oti 5 to, 10 dap tiottowed by a

2 houk weekey auaion covering 2 4choot tam, ending with a aummaniaing

con4enence on a 6anthen tiatt-tbne auaion'. According to Hammond, 1975,

H.M.I. and the seventeen universities involved organised 76 such courses

in 1973 and enrolled 3,373 students. The courses usually lasted 80-90

hours and proved to be generally successful, although they did encounter

some problems of low enrolment and high drop-out rates, mainly because

of the heavy time commitment involved and the lack of any accreditation

incentives. With the demise of the A.T.O.s the future of these courses

is =leer.

The following diagram summarises some of the ideas expressed above.

It is taken from the second discussion paper on 'Provision and Finance'

by the 1NIST sub-committee in which the diagram was introduced as follows:

'At-though the disco.= moves (nom the .6matteit. through to the taaget body lt

id not meant to nepneaent a hienochy ot5 in4titutiona; 4amate) and 'focal)

are not to be intenpteted as meaning 'tow-.tenet 's The loutpo4e of the diagram

id to indicate the poaatibte 6anattow andnetaaonohipa o6 each the

butitotion4 and admixiitut,C.ve bodita aster.entktotae
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;ld. INSET Costs and Finances

The second INIST sub-committee paper on INSET outlined the financial

position as follows:-

"The coat oi INSET may be tegaiuied as comptiang

i- the 4atakiea o6 the teacheta.teteaaed

expenditute on the ptovision o4 cot/tau

6ihanciat support to teachet4 (payment o6

tuition 6ee4, ttavegiAg and auloiatenee)

iv. expenditute on LEA advi4oty 4eAvicea and

LEA adminiatAative costa.

In the pAeoent4iAluiti.on the payment £on it.em4 (.L), (iv) and patt o6

(U) .Ls met by .Local educatton authokitiza. Eaeh.authatity detevnine4 with&
.W overall xesoutees daived tom tocat mtes and theovetnnent's Mate

4uppott grant, what ptopottion shatt be devoted to INSET and the dis.ttbution..

o6 that sum among the vatious 4oAms off INSET activity. Cettairretement4

olf .the expenditute (e.g. 75 pet cent olf the sataxies oi teachets seconded

got 602-time courses olf tfoux weeks on mote) ate at pteaenti4hated among art
authoxiau though the expenditure pool got teacher &aiming and advanced

4utthet educdtion.

The cast otf the ptovi&ion o4 COU/1414 (after taking account oi income Mons

tuition gees) .145 met in a numbet o6 ways:-

in univemitiea, genetat univeuity 6unda de/Lived &tom the UGC

quinquenniat gtanta; deciaiona on the resource to be attocated to
courses dot teachers axe a matter. 6ot the authoxities olf the individuat

univemitie4;

hi votantaty (di/met grant) institutions othighet education, by the

VTS as pant oil the cost olf maintainim the institution;

in inati&tiona maintained by tocat education authoxitios, by .the

maintaining authorit, which able to dame the 04414 otc apyiwved

coax-6es tasting Out weeks at mote tfutt-time (ox the equivalent in

.patt-time) to the expenditute poot."
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11. Incentives and Awards

There are three main incentives for teachers to attend INSET courses

in, the U.K.: the intrinsic merits of the course, academic awards and

improved career prospects. A fourth possible incentive - financial gain -

has generally not been a major factor.

Short courses, especially those run by the L.E.A., offer...neither

financial gain nor academic award. They may, however, offei improved

career prospects in two senses: the fact that a course has been'attended

can be included in a teacher's curriculum vitae; attendance at L.E.A.

courses brings teachers into contact with L.E.A. advisers whom they may

perceive as being influential in the'hunt for promotion.

Longer, award-bearing courses at universitiea, polytechnics and

colleges of education offer teachers the relatively tehagible gain of an

academic award. Probably the most valued' have been those offered by

universities but the situation is changing and the awards offered by

polytechnics and colleges in the form of their own certificates and

diplomas and degrees validated by the Council for National.Amadethic

Awards (C.N.A.A.) are becoming tncreasingiy popular. Although the sit-

uation in each university differs, most of them offer three sorts of .

award-bearing INSET courses: first, they offer a part-time Bachelor of

Education (B.Ed.) degree to teachers with professional qualificatiohs but

no first degree; second, they offer three levels of academic courses in

the form of the Advanced Diploma, requiring one year's full-time or two

years' part-time study, the Master of Education 4(M.Ed.) degree, requiring

one year's full-time or two years' part-tide study or research, and the

Doctor of Philosophy (Ph.D.), requiring a mini= of two years' full-time

or three years' part-time research; third, they offer further professional

studies certificates for Courses, with a more practical, classroom

orientation, which require one year's part-time study.

Verylew teachers haves Ph.D. but Advanced Dipldreits andliadm. are

becoming increasingly common; indeed many local authorities now appear,

to expect prospective secondary heads to have all Twomain

criticisms have been made about university INSET courses; 'that they are

insufficiently relevant to khe practical needs di:sbhOolshatlIniversiq_

autonomy hae lea to confusion abOut the, niature and status of. thsnUlikout,

types ogaverdaffered. Althoughluttheilregae46*OtngeitaUtiet
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are partly designed to meet the first criticism, it is likely that poly-

technic and college provided INSET courses will attract teachers and

L.E.A.s if they are manifestly practical and of shorter duration. The

second criticism con sues to have some validity: although some university

staff (e.g. Knowlson, 1974) have advocated rationalisation of the award

structure, the Situation remains confused.

Satisfactory attendance at certain longer courses has provided the

only direct financial incentive for U.K. teachers: they can obtain one

extra salary increment (currently £120) for such attendance. Howevei, this

is such a small amount that it is extremely unlikely to motivate teachers

to attend INSET courses.

. 12. Contextual Developments

t

Current forecasts indicate a fall in pupil population during the,

1980s and this has led to a re-appraisal, of the deMand for teachers during

the late 1970s and early 1980s. The government is now planning for a

teaching force of 453,000 in, 1980, including 9,000 teachers to cover the

development of release -based induction and in- service. raining. The

consequence is that, outside the universities, the total size ,of the teacher

training system will be about 57,000 places, including 12,000 places for

induction and in-service training. The comparable figure for 1971-72 was

about 114,000 and thus the size of the non-university teacher training

system will have to be halved over a fen.year period.

The implications of these proposals for the colleges of education

in particular are profound and far-reaching. It is likely that up to

30 of the 152 colleges will be closed and

face redundancy or re-training. Already,

been announcedi,

that up to 1,400 lecturers Will
.

the closure of 17 collier! has

.C

Simultaneously, the government has initiated a radical prograike of

reorganising and merging the colleges to rationalise. the use of .thSit

resources. When this reorganiiation is completed there will probibly be

only'ahout 20 monoteChnic colleges, with some 15,000, stiAeats;'04rther

l5,000 students will be trdingtin polytechnics Mich WaysincoiPorited

some of the old colleges of education; about 302000-students-lialibe

trained it institutes of higher education and libsril #.tscalleievirehich

h aViAlen, forMed by vAripus sorts of merger between college( Of4Oition,

lie. es of iurthet idOoitiOluiO4; fioili '40a,
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5,000 prospective teachers will continue to be trained in university

departments of education.

Major changes in the procedure for validating awards are also taking

place: in future it is likely that the Council for National Academic Awards

(C.N.A.A.) will validate an increasing number of these. It is also likely

that the Diploma in Higher Education will become a fairly con feature

of higher education. The two-year course leading to the Dip. H.E. award

will be available to prospective teachers but alsO to both students who

plan to takeup other careers and those who have not yet decided. It ought,

therefore, to provide a useful way for the colleges to diversify their

student intake but it is not yet clear how attractive it will be to students

or how acceptable it will be to employers as a terminal qualification.

These changes within teacher training and higher education halm to be

seen against a background of problems and of proposed aad'actual changes
,:

on the broader educational, economic and political fronts;

First, as far as teachers in schools are concerned, theiiajor implic-

ation of the projected size of the teaching fotce in the 1980s is that\it

will mean teacher unemployment and redundancy. Qualified riacheis leaving
/

colleges are already finding it difficult to obtain a first/ teaching post

and. this situation will undoubtedly get worse. At the other end of the:

career scale, discussions are now being held between teacher unions and

the government about ways of introducing early retirement, with appropriate

compensation, for certain types of teacher.

Second, the whole issue of how local government should be financed

is currently being studied by a Royal Coinission. At present, the position

is that the government gives a block rate support grant to local authorities

and that itcannot earmark sums within that grant for particular purpdses.

Thus, although central government claims to be making enough money avail-

able to the local authorities to enable, them to pey for teacher release

to attend INSET activities, they cannot compel the local authorities to

spend the money allocated in this way. If the payment of teachers' salaries

mere, as has been proposed by some, to be made centrally then this situation

would be. changed.

Third, another Royal Commission is also studying the whole problem

of devolutiOnof governmental powers to the regions. IneVi&bly, the

debate about the structure and, functions of the regional, c6Ordinatibn

:2
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machinery for INSET has become bound up with these wider issuep. The variou

proposals all have implications for further and higher education both in the

public (i.e. non-university) and university sectors and, therefore, for the

relationship between the two.

Fourth, and most important of all, there is the economic crisis. When

-the James Committee and White Paper proposals were first discussed, the

economic climate was such that the teacher supply pr6jections could be

viewed optiiistically and positively: there was enough money%available to

use the teacher surplus to introduce much needed improvements in induction

and in-service and to base these on a 3% release of teachers. The November

1971, oil crisis and the subsequent change in the economic climate trans-

formed the'situation into one in which public expenditure has had to be

drastically cut, at both national and local levels: there has, therefore,

simply been no money available to introduce these changes. The present

proposal is that they should be introduced in 1977-78, economic circumstances

permitting!

13. INSET Innovations'

Apart from the subjects of the five case studies there are, of course,

numerous other INSET activities ongoing at present. Several of these might
4

easily have formed the basis of full-length case studies but, foi LCUayuce

of space limitations, one example only is described here: INSET for educ-

ational administration'and management.

In the U.K. the term 'administrator' has traditionally been restricted

to educationists working outside schools in L.E.A. offices etc. Headteachers

have resisted the idea that they are administrators and most of them con-

tinue to teach even if, as in
4largeAsecondary

schools, this is only possible
,-

for one or two hours each week. The growth of large comprehensive secondary

schools with 100 or more teaching staff and numerous ancillary aides has,

however, led to a general acknowledgement that the administrative component

in the roles of heads, deputies and, epartmental heads is a very substantial

one. This view is also now generally eld about the roles of heads and

deiiiitY heads in primary schOols. Conse uently the tgditional opposition to

the idea of administrative. training has crumbled rapidly ,in recent years

and there has been a burgeoning growth o training activity in this field.



Naturally, most of this training takes place in-service since it is

aibed at experienced staff. Current examples include the following. Since

1967 HerMajestyts Inspectorate have runta series of regional and national

COSMOS courses on secondary school management (White, 1974). Several local

authorities -now -run their own courses: the Inner London Education Authority
.

has established a Primary Management Centre which organises courses for

heads and deputy heads in primary schools; a consortium of local authorities

has set-up the North West Educational Management Centre at Padgate College

of Education; Warrington (Barry and Tye, 1972). A number of polytechnics

have been designated as Regional Management Centres and have established

award-bearing courses: for example, Sheffield Polytechnic offers Diploma

and Masters courses in Education Management Studies. A numbPkof univirii40

also Offer Diploma, Masters and Doctoralllualifications 'is well, as non award -,

bearing short courses in this field:'examples here'inclUdethe universities

Of Bristol, Cardiff, Glasgow, London, Southampton and lUssex. Television

programmes have played a part in these developments: Taylor, 1973, was

responsible for three pioneering T.V. series; the Open Univtrsity has

recently made a major contribution by producing two courses in t he broad

field of administrative studies in education (Fowler et al,, )973; Houghton

et al., 1975).

0
Educational management and administrAtiodis a particularly eclectic

field and this is, evident in the different approaches which appear to have

been adopted in the courses mentioned above. Generalisations must inevitably

be highly speculative, given the absence of hard evidence, but the writer's

impression is that the polytechnic courses have tended to draw more heavily

upon experience and literature from industrial management; that university

courses have emphasised social science theory; and that L.E.A.,)rganised

..courses have drawn primarily upon practitioner experience. As yet, little

directly relevant research work has been carried out though there has been

some (e.g. Hileum, 1972; Lyons, 1974; Richardson, 1973). Apart from the

Open University's contribution, the most significant development has been

the formation of the British Educational Administration Society (vide

Hughes, 1975, pp. 2-3).
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The. Case Studies

The case studies which follow are of five innovations in INSET in

England and Wales; chosen to exemplify significant and potentially adaptable

approaches. Assindicated above, several other innovations might have been

chosen but were finally omitted mainly because it was considered that they

either had their origins, or were at least as well developed, -outside the U.K.

The first two case - studies - on the Teacher Induction Pilot Schemes

Project and the developing INSET role of Colleges of Higher Education -

explore responses to national policy decisions. The third study describes

some of the 1pss well'publicised aspects of distanCe

'especially the Open University, in INSET. The final

part played in INSET by local curriculum development

teaching, and

two case studies. - on the

agencies, especially teachers/

centres and on school focused INSET - each attempt to, explore and analyse the
ways in which a decentralised approach to INSET works out in practice.

29



r

CASE-STUDY 1:- THE-TEACHER INDUCTION PILOT SCRELES1.2.12:12macz

1. Introduction

The difficulties associated with the first year of teaching have for

long been a matter for serious concern in the United Kingdom and several

government sponsored committees and research studies have-pointed to the

need for improved induction arrangements. Following the James Report and

the 1972 Government White Paper, 'Education - a Frame0ork for Expansion',

plans were made to establish experimental induction schemes in five local

education authorities but, mainly for financial reasons, only two authorities -

Liverpool and Northumberland - were finally able to implement the pilot

schemes. They began their preparatory work during the academic year 1973-74

and,the September 1974 cohort of probationary teachers was the first to

experience the new induction arrangements.

In broad outline, the two schemes followed the'White Paper proposals,

interpreting these in the light of relevant sections of the James Report,

the Consultative Documents from the Department of Education and Science,

previous relevant research work (Taylor and Dale, 1971; Bolam, 1973) and,

most importantly, local circumstances and needs. Thus, both authorities

gave reduced teaching loads to probationers; teacher- tutors were appointed

and trained to help probationers within their schools; courses were

arranged for probationers at outside centres. The main difference between

the two schemes lay in these outside courses: Liverpool was able to establish -

six professional centres; Northumberland had no suitable teachers' centres

or colleges in which to establish such professional centres and, moreover,

for geographical reasons it made much greater use of residential block

release courses for probationers.

In Northumberland 218 probationers and 104 teacher-tutors were

appointed in 92 of the county's 243 schools, most of which were in the more

heavily populated urban areas in the South-East of the county. Thui, the

range was from a single probationer in a two-teacher school on the, Cumbria]

border to fifteen probationers in a large urban highschool, Since
-

Northumberland was in the midst of re-organising its seconds!iy education

on:a three-tier system, the probationers came from ten types ofschool.

'Tit Liverpool, 758 .probationers and 370 teacher-tutors were ,appointed

339 of thi city's 352 schools..

3,0



vo local evaluators are based on the Universities of Liverpool and

Newcastle. The University of Bristol School of Education is responsible

for the national evaluation of these two government-funded schemes and

'also of several other interesting schemes which are being carried out by

;the L.E.A.s concerned without additional government funding. The diff-

erences between the various schemes are such that, a controlled experimental
design was not possible. The evaluation design for this action research

, -

project is therefore based upon comparative case- studies of each L.E.A.'s

scheme using an evaluative research (Weiss, 1972) or illuminative evil-

uationEarlett and Ilamilton,1 1972) approadh.

As substantial a prePortion as possible of these' separate case-

studies is based upon a coms4i conceptual framework. The'project has been

conceptualised as an exercise in the management of the implementation of a

complex, national innovation (Bolam, 1975a, 1975b). As indicated inthe Table

this main innovation containis
several complex sub-innovations each working .

to different timetables and involving diferent change agents and target users.

Accordingly, the project's activities are being evaluated at five principal

levels: national, regional, local, professional centre and school.

The basic general criterion adopted to assess the success of the

schemes was that of informed professional judgement: the views of those

involved were obtained through questionnaires, intensive interviews,

case-studies and observation. In this way the evaluators have gained a

reasonably comprehensive and reliable pidture of the ?ange of opinions on

the scheme held by probationers, teacher - tutors, experienced'teachers, heads,

professional centre staff, advisers and administrators. The evaluators also
,

adopted a common policy of concentrating on'the practical issues and prOblems

of 'the schemei.

This report is based upon two earlier papers by Bolam, 1976, and by

BO.= et al 1976. Three limitations on ite scope 'should $e)mote4.:41rst,

it concentrates on only two of the levels mentioned above: thi-eentre acrd

school levels. See Ond, it deals almopt entirely With the-tivexio01.4n4,

NOrthumberleadschemes. Third, it covers only the first yeetol-echelAie0-

which, are oiiigigngr;and have a further year and a hilf to:run.



The-Tiacher.sin

Major Levels and Components

Level No. A. The Change Agent
System

B. The Innovation System C. The Target

User . System'.

.1. National

.

1.1 Minister + D.E.S.
Administrators

National Scheme; Finance
and Logistics ...LEAs

, ,

.

'The National System:
professional

aSsocittions; coll+ -

egis; universities;
polytechnics, ate.

1.2 Minister + HMI - National Scheme:
Professional Aspects... ..(4.8.

......,.-

The National, System:

.400%. ..
-.....

2. Regional 2.1 Minister + D'.E.S.

Administrators
New Regional 'Co-

ordinating machinery_ ,

. , .

The National Systems

(as'AboVe), ......

-3. Local
Education

. Authority ,

.

3.1 LEA Administrator Finance + Logistics
of the whole Induction
Schete

ThOAA: local :

politicians, admin-
..

ististop4 prof,.
4?

.essionel-alsoc-
-, ..

imams; schools;
cqllege-7s; etc.

., t--z. .,

3.2 LEA Adviser
for INSET

Professional aspects
of the whole Induction
Scheme

The LAs pro
ionai associati 0; ,

schools; colieges1N :

etc:

4. Professions
Centre

.

.

4.1 Centre
Coordinator

Creation of a new role: ,The
professional centre
coordinator' .

professional
centr and its
catcIuèmt ,erea

'4.2 Director of
Training.Course/
Programme

Teacher tutor training'

programs
Alt teacher
in an

.

tutors

LEA
.

4.3 Director of Induc-
tibn Course/
Programme

Probationer induction-
courses: outside ,

school ...

Alt piobationera.
in an

.

LEtij

..,. ..

5. School

.

.

,

.

..
4 ,.

..,.
,

34

5.1 Head Probationer induction ,i

programme: inside Schr4,041:

logistic aspects , ,

.

Ali sbaff in a
School .

;-,:', .

5.2 .Teacher tutor Creation of II new rale:- ,

teacher tutor

All .staff in a

iChdol-'

,

5.3
.

.

.

Teacher tutor -

...

,, -
Probationer induction
courses; insi*SclhOolt, ,

professional atipecti,i:'- ,.:,,,..:,

, ,, ,,-, ',:- ,
All probationer.
in4,4nlioot -

,..

5.4

*

Teacher tutor Professional indue,#mi ,

of one probationer-

9na4robntiomer,

5.5, One 'probationer Creaeton, of 1.-nfr,Z1.40 '40.040a0
beginning tianher'..Y.,'-

,



ell 4nd epiacetient

''h sehemis the probationers and tutors were given reduced

eietitigAdada: the probationers had a 75% teaching load' and the tutors
ere, .given one quarter of a day for,0.4,.h ,probationer. 41fortipiakerlipd,

-,

-MoSt'',prObitiOners were 'given a half-day for in-school induction activities
0

block"find the testaining,half-dayp were ,accumilated aid :used ,tor the: release
courses'., In UverPool., most of the first`.term's.'actiViti.4 were~' school

based Whereat- most of terms two and three were giyen-qam to .centretbased

epitraes.' In Northumberland, the reduced teaciiint4 load isaa par0;cularly,
valued by the high 00194 probationers. In Liverpool* ,90X_. the*

ationers and tutors- interviewed, regarded it aa,themoat.,benefiCial.:aapeot
of the AiOtteme becauie of the extra time it prOvided for lesson preparation
and marking. A number of beadteachers and advisers considered.:.that,Many,,
probationers ,would; hive left their schools had tenot_been for tftelighterted
teaChing-

thus, informed professional opinion in the two Main, schemes is
generally in favour of reduced teaching load for probationers.thie
not to say, of course, that there were no disadvantages or problenia. In
infant and first schools especially, many probationers disliked disr pting
their relationship with their classes; the quality' of' the .nristary Supply

teaChere is crucial and it has proved .difficult-to,,find replaCeMent ,staff
of adequate 1qua4ty in some, primary schools; secondary sebot4 s haveve

had particular, problems, in finding specialist fubd ect re la ezentS. the
January probationer entrants -Caused difficultis because they overlapped
for a part of two academic years; it wee. not always'possible to frae, both,..
tutor and probationer at-the same time; it was not clear hott",the ,release

time -fshould be allocated throughout the year; some LiVerpoOlprobati.oitera

-
said that their only release time during terms two and oree;;hiurtikeR,
taken, up with external 'centres-based courses;, some 149,64 did _nat7,tistett le
the release ati- e for *induction' but labelled it as `free'' 'Owe ,u1v-g

,

causing, ,soiie misUnderstin44:imongit exPerieIced 'stiff .and,a ,codee-cy, for,
probationars to lost this *Eroet time to cove teacher OienPS

'-
.104 the Opiateniett osue appears
,prespni41;ily, because of the 'higher numberS info ve" . ildlit:,,t0ift, of
sypply tea9hera has teen, established in roskc4okl,:to t

11i1 anticipated that he supply sit ion.'40.
tt On04t i !tei.her Tentuittient

a

in any-

ecatite



Although slightly different formulae were used for calculating how

many additional staff should be allocated to schools with probationers,

the cost of releasing probationers and tutors in both authorities was

approximately £1,000 per annum per probationer. As such, this was clearly

the most expensive single item in the schemes, accounting for the bulk of

the total costs. Before any final decisions are made on the worthwhileness

of this expenditure, account will be taken of possible alternatives. For

example, there is some feeling in the two pilot areas that, for both,

professional and administrative reasons; the one and a quarter days

lightened teaching load could be reduced to one day with corresponding

financial savings.

4. Teacher-Tutors and Induction Within the School

Apart from the reduced teaching loads for probationers, the most

significant innovation in the two main pilot schems has been the intro-

duction of a teacher-tutor in each school and in large schools of more

than one teacher-tutor. In Northumberland, of 104 tutors appointed,

under 10Z were headteachers or deputy heads and they were paid a basic

sum of £100 plus £20 per probationer up to a maximum of £200 for five

probationers. Half a day per week was allocated for school-based activities

and the equivalent of the remainder of the induction time (i.e. half a day

per week) was used for block release courses. The exceptions were some

larger high schools which ran their own completely school-based programmes.

In Liverpool, of the 370 tutors, 46% were heads or deputies and they were

paid on a pro-rata scale to a maximum of £288 for six probationers. The

first term was mainly given over to school-based activities and the spring

and summer terms to centre-based courses.' In both authorities tutors

were released for other timetabled commitments on the basis of a quarter

of a day per probationer.

In general, the tutors have worked successfully inlelping prob-

ationers to settle into their :tichools more `easily. Byidept lrom

Northumberland, for example, indicated that over 70%,6Cprob,atloneri

welcomed the idea of somTe being there specificallyite444.0emi but

in both schemes secondary pprobationers continue,to consult . td. of

Department for spial/St subject help. School-based aotiv4ies were

highly valued bralmost 80% of the probationers in 0Arterp04 Old;

Notthumberiand because :they were perceived, as *amediataly keieVapt to

,i14ividUal problems of',the prObItA.ett.



Somewhat paradoxically, although school-based activities were highly

valued, there was considerable evidence that tutors were uncertain how

best to use the time, particularly as the year progressed. Why should

this be so? Neither the James Report nor the White Paper gave any details

about the teacher-tutor role. Thus, when the Liverpool and Northumberland

Advisory Committees for the pilot schemes set about their task of advising

the tutor training programme organisers, they really had very little to
guide them. Inevitably, much of their early thinking and discussion dealt

with such matters as the appointment and payment of tutors and relatively

little detailed advice was provided for the 400 or so tutors in the two
areas. However, the Liverpool Advisory Committee did suggest that they

should assist 'the :Ivor teacher, either directly or through specialist

colleagues, to develop effective teaching techniques in the classroom'

(Liverpool Education Committee, 1975, p. 11) and it also agreed that tutors
should be familiar with:-

'Formal and informal techniques, for the analysis
of teaching and learning situations and for the
subsequent diagnosis of individual probationerze
strengths and weaknesses.'

and

'Techniques of counselling and group leadership.'

The Northumberland guidelines were roughly similar but, understandably,

the job of filling in the details of this outline in both schemes was

left to the training course organisers and, ultimately, to the tutors

themselves when they actually came to carry out their ne .oles. How,

then, did this work out in practice?

, First, let us consider briefly the training courses which were

organised for the tutors. It is worth recalling the climate of .opinion

in the teaching profession at- the time. On the one handi, the IlitiOnfq

Union of Teachers, 1973, argued that courses for tutors should lett for

at least one month. On the other hand, the National AstoCiationAf,

Schoolmasters, 1973, was doubtful about the need for any trainingattail,

In the event, Liverpool organised a 10-day 'briefing' programme*ank

Northumberland ran a 5-day 'initial preparation' prograMpi. Aithpugh

courses differed both between-and within (e.g. for primary and :secondary

tutors) the" two schemes, one striking feature Was common, to All courses:

only a small proportion of the total time was givenoVer*r#1140gor

praCtice in what we may call supervision skills NosheraniqutPol,,1972

A
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The vast majority of the Course Sessions dealt with eXplotatory

iliscussions of the tutor's role, lectures on such topics as probationers'

Feeds and external support agencies (e.g."-the Welfare Service) and visits

o colleges of education.

What of the way tutors actually interpreted their role in action?

The clinical supervision framework is not directly applicable but it

does indicate certain key questions and issues which we may regard as

indices of the extent to which tutors favoured and implemented the

supervisory role. The Liverpool evaluator-reports (Hill, 1974)" that over

two thirds of his sample of 178 tutors saw theii most important function

as being 'to counsel, encourage, advise and reassure' .the probationers.

About one fifth said it was 'helping with organisation, discipline;

lesson planning, and generally fostering management skills in the class-

room', but not one ticked the following items: -

'Observing and commenting upon the amount of
learning taking place in the probationer's
classroom.'

'Jo Wing in with the probationer in his room
in a teaching situation.'

'Arranging for the probationer to observe me
teaching.'

Only four tutors saw their main job as:-

'Offering advice and guidance with teaching
techniques.'

In Northumberland, the local evaluator discovered (McCabe, 1975) that

probationers genefally disagreed with the stitetent:-

'Someone should watch you teach and discuss
your performance with you.',

although high school probationers were less inclined to disagree than

first and middle school probationers.

Intensive pilot interviews of over half the staff in ,seven schools

provided data which largely corroborates these questionnaire findings.

For example, at the end of the school year staff were inteivieWd in one

primary school in which the teacher-tutor was clearly both extremely,
conscientious and competent. She hid not, hovfevet, either ebierved her

probationer teach or arranged for her teobserve a caileagneteaching.

But she did stress that she helped her probationer to evAIUeteher pia

performance during their regular and systematiO dieCusaiOnAieS*ien each

4ionday,loorningv-

'T have-no set schebei but I 4b *0,,Whe
her tote clear,ibpUthow411yOklilar'ehe.
achlaVeathitiOtOhat4.1 40,ghxngi 4400
wrong,



The tutor pointed out that, while she could, in principle, obsierve her

probationer teaching, '...one does not want to intrude'. The probationer's

view was thaehaving the tutor observe her would be '...like going back on

teaching practice', although she did say that she wouldn't mind regular

visits.

The tutor's views on arranging for her probationer to observe either

herself or another senior colleague teaching were:-

, 'If she is having difficulties it may be
necessary but it could cause he to loie
standing with her own class. If nobody else
does, shel4 'seen to be different.'

Another interviewee, this time an experienced teacher, considered that

'teaching is a personal thing and it is not desirable for a young teacher

to copy an experienced colleague'. The oldest respondent in this school

was a man who was very supportive of the overall scheme; he thought that

both sorts of observation were best 'left out' because of the difficulties

they could cause.

Thus, although the teacher-tutor role was defined by the programme

organisers in a certain way, it is doubtful whether the role was actually

implemented in this way. In considering this issue, we may usefully

distinguish between two major components in the teacher-tutor role by

placing them at opposite ends of a continuum:-

PASTORAL TRAINING

The pastoral component involves helping the probationer with personal

(e.g. accommodation) and professional (e.g. information about school rules)

tasks and problems. The training component involves helping probationers

to improve their general pedagogical skills (e.g. classroom management)

and specialist subject skills (e.g. reading or physics). There appears

to be fairly general agreement in the profession a841 whole and in the

pilot areas that the pastoral compOnent is a legitimate part of the

teacher-tutor role. Moreover, teacher - tutors appeared to be aaphHising

this aspect of the role (although some are reluctant to cart' out too

many *Anal support activities) and frequently uentioned:th4 &ley Want

to be first and foremost a friendly and supportii/e colleague 'Hi, 'S

findings,, above, support this view. The training componintt which many

regard as the raison d'etre of the tutors' role (and which is closely

similar to the clinical supervision concept mentioned tekliet) was defined

ct



vJoo,

ss-aa explicit part of the role in the pilot areas. But, although the

tutors accepted that training was part of their role, they tended to

Interpret it in terms of discussions outside the classroom and they were,

apparently, disinclined to employ classroom observation as the basis for

it. The situation was clearly one in which tutors were allowed some

freedom to interpret their role. This was in part due to the fact that,

in a pilot scheme, some flexibility was essential. But the reluctance

of the Advisory Committees and of the teacher-tutors to grasp the training

nettle too explicitly probably also arises from certain strongly held

beliefs in the profession.

First, let us consider the response from the interviewee above, which

is a very significant one. She associated observation sessions'with her

school practice experience as a student teacher. Thus, there is an impli-

cation, echoed in the tone of the Liverpool Advisory Committee's role

specification, that classroom observation is inevitably linked with assess-

ment. This is especially true where tutors are also heads and therefore

responsible for the probationary year assessment process. This issue was

not a prominent one in Northumberland where only a small proportion of

teacher-tutors were heads. However, in Liverpool, where almost half the

tutors were heads or deputies, there was evidence to indicate that some

probationers were reluctant to seek help from their tutor when the latter

is the head: 90% of those interviewed expressed this view. Where possible,

heads should delegate teacher-tutor responsibilities to one of their senior

staff.

Second, there is a clear suggestion, echoed in the replies of the

teacher-tutor, that the probationer's professional status would be

diminished, especially since none of the other Staff either Observed

or was observed by colleagues. Obviousiy,'practices vary: 34 some

schools team teaching or an open plan.organisation create a climate in .

which it is normal for teachers to work alongside and,observe each other

at work; in other schools the ultimate professional sill is to enter a'

classroom in which a colleague is teaching; in between there are whore

range of 'climates'. However, it has to be recognised that observation

of teaching and the clinical supervision model will be interpreted by many

teachers as a threat to their cherished classroom autonomy mid is, there-
.

fore, likely to be unacceptable to many of them.

38



In the light of these two factors, it is not really surprising that

the briefing and preparation courses paid little attention to skill

'training for tutors. But there are twodfurther reasons related to the

inherent difficulties of training in supervisory skills. The first

reason is exemplified in the N.A.S. Foliey statement, referred to earlier,

which reflects a fundamental.disagreement about the' validity of the view

that there is anything especially difficult, about helping a probationer

which an ordinary, experienced teachei colleague cannot handle. This is

often coupled with a lack of awareness of receCt7developments in teacher

training methods. The second reason is that very few people actually
.

possess the relevant training skills it is hardly surprising that these did

not figure prominently in the tutor rstraieing courses since the number of

people in the country experienced enough to mount adsustainid training

course int'say, micro-teaching or interactiqn analysis skills (i.e. as

opposed to giving a descriptive lecture) is so small. In any case,

although micro-teaching and interaction analysis ought to be components

in a training course, their-eoncerns are ,too narrOw for them to be

sufficient in themselves. The essence of the teat er-tutor's task is

that he has to deal with the whole of a probationer's experience in a

real life context.

Clinical supervision skills, with their focus on teaching content

as well as method and their recoanitigP of the practical constraints

(e.g. the normal school timetable) within which tutors haVe to work, are

essential. Yet evenothis combination of training skills could be

improved upon. Idealy, they would be supplemented by micro-counselling

training (Ivey and Rollin, 1974) and change agent training (Havelock and

Havelock, 1973).

5. Induction Outside the School

A
1,

.

Northumberland has no formally designated .profeselonalcentres but it

has used three locil colleges of education, the UniverSit:venditeown '

teachers' centre and field study cautreslor external OUree*, 711.4 hivi- .

consisted Of termay, one-week block release Ceursikacd:haii-4i,sCbject' ,,
... A, y 0

sessions for probationers in high and middle schools livOipeOl disignated:,

six professional centres in lacal nolliges nfriiincitiOn iixiits own

teachers' centre4 Aiterthree., ota-di,i eeS#40ilm the auituaid the
.

probationers attended centre -lased courses for nil*. davee6.wiek:during
-,. ..

thesprins .sidisumar terns. Aithous4 the etth4lAite,euCtOiiesT,pi the



courses was different, the topics covered in both L.E.A.s were broadly

similar. Outline examples of two of the Liverpool centre programmes are

given on the next page. Reading, Mathematics, art and craft and physical

education proved popular with primary probationers, while secondary prob-

ationers recommended mixed ability teaching, the teacher and the law and

specialist subject topics.

Although probationers generally preferred school-based to centre-

based activities, nevertheless 60% of them valued the centres aad*the

external courses because of the opportunity they provided for meeting

and discussing with colleagues from other schools and for the resource

facilities.they offered. The teruly block release courses were received

favourably in Northumberland: for example, A% of probationers who

attended the final block release courses said-that they would recommend

next year's probationers to attend a similar course. Liverpool partic-

ipants have indicated a preference for full-day rather thin half-day

release on the grounds that it means less travelling time and less

disruption to the school timetable; this view was especially strong

among the secondary probationers.

Attendance at the primary courses was much higher than at the

secondary courses. Over 90% of primary probationers attended courses

in both authorities; secondary probationers' attendance wad more difficult

to quantify because of the many optional courses offered but it was

generally much lower. All probationers fairly frequently said that the

courses duplicated work they had previously done in college. Sbue

acknowledged that this was not necessarily bad since it was often useful

to look again at a topic in the light of their current school experience.

Others, however, considered that the topics were irrelevant to their neeAs.

Moreover, it seems clear that the style and methbds adopted by some course

lecturers, including some who were practising teachers, were inappropriate

as far as the probationers were concerned. It is, of course, notoriously

difficult to generalise about responses to courses. For example, 70Z of

-secondary probationers in Liverpool apparently preferred the 'Specialist'

to the 'General Professional' part of their courswand regarded the

distinction itself as arbitrary and unhelpful. Yet the minority of prob-

ationers who had received a shorter period of professional training

(e.g. en P,G.C. courses) or none it all (e.g. some maths and science

'graduates), welcomed the professional courses. 'There was, and probably
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always will be, dissatisfaction, with parts orthe whole of some courses.

It is vitally important, therefore, ehateourse organisers should be able

to obtain feedback to make reasonable modifications in the short and longer

terms. Such modifications have been made for the current year's courses

in the light of the evaluators' comments and the organisers' own monitoring

arrangements.

The most effective role for teacher-tutors in centre-based activities

is unclear at present. Ideally they would contribute to the courses but,

since the probationers would also be out of school at the same time, the

burden on the rest of the staff would be unacceptable. Ways are now being

sought to involve tutors in the course planning stage.

6. Conclusions

Two majoF, innovative pilot induction schemes have been successfully

introduced in an urban L.E.A., Liverpool, and a rural L.E.A., Northumberland.

In both schemes, 75% of the probationers were positively in favour of a

planned induction programme for next year's probationers; moreover, the

informed, professional judgement of heads, teacher-tutors And others

involved was that the schemes were worthwhile, effective and to be

recommended.

The most valeable single feature of the two schemes is, by general

agreement, the 25% reduced teaching load which cost approximately £1000

per probationer. The positive effects of the schemes include the following:

a majority of Northumberland headteachers thought that the probationers'

teaching performance had been improved by the scheme; Liverpool advisers

said they could identify and help probationers 'at risk' more quickly than

hitherto; Northumberland heads said that the external courses helped to
-

improVe their probationers' teaching performance while, in Liverpool, t'ere

is evidence to suggest that absenteeism amongst probationers has been

reduced; in both authorities heads considered that the scheme had assisted

the schools by easing the probationers' entry into, the profession and

there is evidence that many probationers are much better informed about

professional resources in the aria. Finally, the organisers and evaluators

of both scheme's have remarked upon some unanticipated outcodes: that there

has been an 'opening-up' of schools, centres and colleges because of the

interchange which the scheme tIta encouraged; that tese6r-tutore have

themetives experienced some significant professional develOpam4t; and that
many ,scbcoli have been stimulated to look afresh at Omit overall policies.,
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The purpose of the pilot schemes was to identify problema4but,

significantly, criticism has been directed at particular features rather

than at the scheme in principle. In general, probationers have expressed

a strong preference for school-based activities. The challenge to

induction scheme organisers is to strike the right balance/between school

and centre-based aciivities.

The Government's original intention was to introduce a full, national

.induction scheme with 25% release fof probationers in 1975-76. For

financial reasons this has been delayed and although the latest official

target date is 19771-78, this, too, will obviously depend .upon economic

circumstances. In the meantime, local authorities in England and Wales

and Northern Ireland are making what improvements they can within their

normal in-service budgets (Bolam and Baker, 1975; Northern Ireland Council

for Educational Research, 1976).
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CASE STUDY NO. 2 - COLLEGES of HIGHER EDUCATION AND INSET

The Background

Following the James Report (D.E.S. 1972) on teacher education, the

establishment of Government policy (Cmnd. 5174, 1972) and the reduction

of teacher training places from 114,000 to 60,000 by 1980 the system of

teacher training has been substantially reorganised: half the training

places in future will be in polytechnic-type or university institutions,

leaving less than 30,000 places in institutions that have teacher

education as a major commitment. In these latter institUions a small

number will be monotedhnic colleges of education, but training will in

the main be concentrated int)diversified instintions. While polytechnics

and other colleges of further education will establish schools and

faculties to take responsibility for teacher education, the model

discussed below refers to the new institutions that are emerging from

the previous teacher education colleges in response to the Government's

encouragement that "some colleges, either singly or jointly, should

develop over the period into major institutions of higher education

concentrating on the arts and human sciences, with particular reference

to their application in teaching and other professions".

These new institutions are normally referred to as Colleges of

Higher Education. Rather more than half their places are likely to

continue to be devoted to initial and in-service teacher education and

allied professiaal preparation. It has been decided that one-fifth of

all their teacher training places should be devoted to in-service

education and training. Such colleges, therefore, represent a major

resource for INSET. There are, however, a number of diffidulties

associated with such a major shift in the colleges' monotecbmic initial

training role to one that requires them to diversify into other forms

of higher education and to establish a substantial commitment to in-service

education and training. With regard to college policy and administrations

INSET has to be made a major, priority. In view of the economic

difficulties facing education authorities, financing tends to be based

upon full-time students on taught courses, but the strategy for in service

education and training may require a very different deployment of staff

and finance.
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Whereas *any aspects of the ,higher education enterprise may be

carried on relatively independently b? the college, INSET requires

close co-operation on a regional basis with local education authorities,

teachers' associations, adirisory staff, other colleges and universities,

teachers' centres and schools. In addition, close contact with such

bodieias the Schools Council and the Department of Education and Science

is required. Good communications between all the various partners of

the enterprise are essential. This calls for sensitive and flexible

administration in a situation where, as in Britain, 4e regional

machinery is still undecided. It is vital, therefo e, to identify

senior staff in the college and support staff who w I be committed to

thedeveIopmlfit .of INSET. The internal ,college structure will require'

a budget for its, activities and full access to the total resources of

the college. The college should also be seen as an institution that

establishes a close relationship between initial and in-service

education and training,- so that it is, in fact, developing, teacher

education as a continuous process. In addition, it should show its

willingness to see itdrown staff profiting from in-service education

and training, as well as conducting researchland development activities

that directly confront issues of concern for the schools.

It is obvious that the reduction in the number of initial training

places provides spare capacity which can now be redeployed for INSET.

Less obvious brit possibly more critical is the effect of the massive

reduction in new recruits upon the capacity for change, innovation and

refreshment in what in the next fifteen years will be an aging and

economically vulnerable teaching force. It is already, clear that in

Britain the problem is not one of the total stock of teachers but of

the range, flexibility and appropriateness of those currently working

in school. At a time of falling birth-rate characteristic of ;any

countries in the developed world, the objectives of'inservice training

have to include some of those normally carried by initial treiniOgs.

in particular, this relates to the i2ed to meet new social ead-ccond4c

demands, as well as to redefine approaches to teaching and learning.'"

Over the next few years, colleges will be establishing,different

strategies to overcome problems in the `way of Successful development'

of INSET. The case study below is of one such college

College of Higher Education - which has attempted to,wiestte Witb:the

above problems since 1972.
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91tsteratiteofIer*Bducttion
Bulmershe College, Reading, was eatablished.as a teacher education

college in purpose-built accommodation in,1964, and in 1972 had approximately

1,250 full-time teacher training students. The great majority were taking

a Teacher's Certificate of the University of Reading, but some 70 were

on the final year of a B.Ed. degree, and approximately 40 were following

a Postgraduate Certificate of Education. A small number of teachers

Were following an in-service_course_on-the _teaching-of-mathematics-and--

a few short courses on various aspects of-the curriculum.

Currently, initial training courses have changed4ametiCally: all

students admitted to the college now pursue a Bachelor of Education

$ilegree over three or four years and in 1977 there will be nearly'900

undergraduates; the college is independent from the UniversitY for its

undergraduate awards, which are validated by the national degree-granting

body, the Council for National Academic Awards. There are currently

120 postgraduate students, some 60 places are allocated for community and

youth work courses, and it is intended to offer a further 50 places for

social work training. Approximately 60 students are following a new

two-year higher education programme known as the Diploma of Higher Education,

and it is proposed to offer a B.A. honours degree for up io 100 students

in September, 1976. Over 100 teachers are studying full or part-time in

the college. The total number of students is roughly the same as in 1972,

but there has been a fundamental shift in direction following the concept

of three cycles proposed by the James Committee, producing a new inter-

action between higher education, initial and in- service education and

training. From the beginning, the college fully accepted the argument

as expressed by the James Committee that "the best education, and training

of teachers is that which is built upon and illuminated by a growing

maturity and experience. In-service training comprehends the whole

range of activities through which teachers can extend their personal

education, develop their professional competence and improve their

understanding of educational principles and techniques." In addition,

it was accepted that the initial training proposals in the college

depended for their force upon what was argued and recommended for in-

service training. Thus', the college's B.Ed. degree assumed. the

establishment. of a pattern of continuing education and training, of teachers.

Thus, the twin objectives of initial training were seen as being to

"equip the student to be as effective a teacher as possible in the first

saignment, and to provide him *with a basis upon whicli;hia,itt4-iervice
.

,,trairtiSg:cam,be, methodically 'built,n 4



Public discussion has recently tended to separate INSET from the

question of initial training, and in some cases from induction.

However, if such a view dominates, in-service training and initial

training will both fail to realise their full potential. It will

be unsatisfactory for colleges to carry out initial training unless

in their professional work they are also entrusted with some responsibility

for the continuing education of teachers. Otherwise they will be unable

to assess the value of their training for the 'early concerns' of the

teachers, and lack a base for the continuous review and reappraisal of

the higher education and professional training courses offered to

teachers at the initial stage. :`<

Within Buygrshe College, therefore, five schools of study have

been established: a School of Professional Studies (concerned with

teacher education, training for community and youth work, social work,

etc.), a School of In-Service Education and Research (all forms of

in-service training, research and development), a School of Educational

Studies, a School of Humanities and a School of Environmental Studies.

Each school has a dean, each of whom is of equal standing with fUll
'

responsibility for the courses andactivities of the school. The 128

tutors in the college ire all voting members of two schools of study,

and the majority assist in the teaching f courses in more than one

ijschool. The School of In-Service Edu at on and Research works closely

with all the other schools but, in particular, with the School of

Professional Studies. The majority of tutors in the field of in-service

education will also be engaged in initial training. However, with

specific reference to INSET, the School of In-Service Education and

Research has developed some major areas of activity.

3. The College as a Resource Centre

The college has a major library and resource centre plus various

other facilities that are freely available to all serving teachers

in the region. In addition, the county's training agency for

community and youth work was established at the collaWwhen the

initial training course for community and youth workers began in

1975, 'The college is tne of the largest study CentresAn the South

of England for 'adults pursuing Open University courses,, and

discussions are well advanced with a view, to integratitikOpen

University students into a number of college, coursta,,particularly

those which require the use of, specialist facilities, 40chas,the,
. .

creative arts, languages,. etc. ,Resources are therefOre:staffed in
i .



the evenings, at weekends and through the vacations. Such general

use requires support from the college as a utole, bit it is

increasingly under the auspices of the School of In-Service Education

and Research. Inevitably there are some limitations upon the use

of the college as a resource centre because of the lack of the

necessary finance to enhance the provision and, in particular, to

cover additional staffing costs. However, much can be done within

existing resources, and certainly many institutions of higher

education could be much more fully used by the interested adult

with specific needs.

4. Curriculum Development and Innovation

Although the simple availability of resources is important, one of

the major functions of a college of higher education should be to

influence the educational activities going on within the region,

particularly in the schools. Bulmershe has a Regional Curriculum

Centre in the Humanities which is generously supported by finance

from the Schools Council in terms of materials and certain staffing

costs. It provides materials in all the humanities projects from

the major sources, and at the same time gives guidance in theame

and, development of the various curriculum materials in schools.

This is a more specific aspect of the college as a resource centre,

but one that is inextricably linked with human resources and the

establishment of a growing/number of skilled and experienced

teachers able to sustain curriculum innovation in schools and to

build new insights more appropriate and relevant for the needs of

a particular region. Such regional curriculum centres are critical

if the substantial energy devoted to curriculum development is to

become diffused throughout the system. Diffusion, in fact, has

been one of the major missing links in curriculum reform, but

colleges and teachers' centres can now play a critical role in

such. diffusion. The college is currently discussing the possibility

of establishing a curriculum centre for United States Studies,

which forms part of one of its new undergraduate programmes.

5. In-service Courses

The In-Service School has the major responsibility for offering

award-bearing courses. A, range of substantial one-term and one-

year courses is offered in fields such as the teaching of mathematics,

teaching of reading, Third World studies, .nursery education and

social biology.? 'However, the majority of teachers in 'England are



still non-graduates, and a critical problem has been to enable

such teachers to achieve graduate status but at the same time

serve their urgent needs as practising professionals.' The

college now offers a .C.N.A.Ab B.Ed. honours degree for serving

teachers which is firmly based on the principle of a professional

degree, enabling teachers to develop their professional competence

and broaden their perspective and knowledge of education. Major

emphasis is placed upon the study of the school and the classroom,

utilising the teacher's own working situation as an integral part

of the course. Opportunities are also provided for the study of

the curriculum, its underlying theory, educational problems,

management in education, and the techniques and interpretation of

educational research. The programme is unit-based, allowing the

student to vary the length of the course to fit in with personal

wishes and circumstances. All teachers will be required at the

beginning of their course to undertake a reappraisal and evaluation

of classroom practice, and to engage in the process of personal and

group evaluation. Techniques such as micro-teaching, simulation

and interaction analysis will be introduced. Later, all students

will examine techniques for analysing curriculum materials for

use in school and establishing a basis for making decisions on

the curriculum. Curriculum work will include a sumer school.

Finally, all students will similarly be expected to study innovation

in the classroom through a practical workshop study based on the

teacher's own classroom and school. In view of the lack of a

centralised curriculum in the United Kingdom and the consequent

emphasis upon the individual teacher as a source for the development

of curriculum and teaching method, the college's in-service B.Ed.

programme is regarded as a critical, new initiative and a possible

model, for the organisation and structuring of a variety of relevant

in-service programmes.

Although the in-service degree, aimed at non-graduate teachers,

remains one of the major awards offered by the college; there is

still room for high-level and specific asfards concerned with

particular aspects of education. A particularly important area

relates to the management of schools and the provision of management

courses for heads and senior staff. Thus the college is now providing

a postgraduate-level Diploma in Management'Studies in co- operation

with another college of higher education in the region which has

particular skills in the field of management.
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6. Induction

The induction phase is the critical bridge between initial and

in-service training. As such, colleges should be substantially

involved. Given that the initial training is largely school-

based (as is the case at Buluershe), tutors will already be in

touch with beginning teachers through their regular contact with

schools. The School of Ii,- Service Education and Research has

already taken responsibility for all the new teachers appointed

to Reading in_the year 1974/75 on the basis of regular visits

as advisers. In addition, an informal and socially-oriented

seminar has been conducted by the college over the last seven

years. The college is moving increasingly to the assignment of

specific tutors to a group of schools. Such tutors would also

be links for initial training, induction and in-service training.

Thus, the problem of variation in the number of inductees could

be accommodated.

7. Other forms- of in-service su 'ort - a radical alternative

Award-bearing courses for teachers must always be an important

provision of colleges and universities. On'the other hand,

shorter and more informal courses must be made available in order

to respond to more specific and urgent needs of schools in the

area. Such courses can be provided in a variety of ways, such as

---morkshops, seminars, occasional lectures, etc. However, there is

now the possibility 44n the United Kingdom of a radical extension of

in-service provision, not merely quantitatively but qualitatively.

As long ago as 1967, Robert Schaefer, Dean of the Teachers' College,

Columbia, called for the development of the school as a centre of

enquiry. Debate on teacher education has constantly referred to

the gap between teacher trainers and the schools. In-service

provision is dominated by the 'course', and the removal of the

teacher from tke scene of activities in the school maintains the

gap between thediy and practice. The contribution of colleges(tv,

for the solution of the growing problems of the schools will remain

marginal, and Schaefer's vision of a school discovering new

knowledge and extending the impact of formal educative experience

in co-operation with higher educatiori will remain unfulfilled.
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However, the Government's decision to establish a fifth of

the teacher education budget for in-service provision opens

up the possibilities of a radically new style of relationship

between colleges and schools. At Bulmmrshe, following discussion

with teachers, local authority administrators and the D.E.S.,

schools will be asked to identify particular probl and needs,

land the college, through its School of In-Service ir.ducation and
Research, will attempt to assist in the solution of such problems

in co-operation with the school and other agencies. Basically

this will be a development of the practice of tutor attachment'

to groups of schools which is part of the syndicate system

through which the initial training is done, and which will have

arisen through the problem-oriented in-service B.Ed. However,

the intention of the new scheme is that schools and teachers should

see the college as a major resource bank containing people with

certain expertise and skills which can be unlocked and directed

in relation to issues which the schools themselves raise. Thus,

schools would establish a contract with the college, and tutors

would normally go into the school to work alongside teachers and

children as part of a co-operative enterprise. The commitment of

tutors would be substantial and ongoing, possibly over a number

of years. At this stage it is thought better to work at a deep

and prolonged level with a limited number of schools rather than

to spread the provision thinly on a 'visiting' basis. It is

envisaged that genuine colleagueship will arise only through a

close working partnership, in which it becomes obvious that no-one

has 'answers' to problems, but that shared insights and additional

effort can help to illuminate the issues of teaching and learning.

It should be emphasised that such a strategy grows out of a

prolonged relationship with schools in a variety of ways,

including a long history of contributions from the teachers to

the initial training programmes in the college and their involvement

in the design and development of in-service programmes. Lis
a-

intended that the consultancy and project work of tutors in the

schools will be recognised by employing authorities as equivalent

to 'teaching time' for salary purposes.



8. Staff development

Much of the most valuable in-service education and training

in schools will be operated within the school itself through

the informal learning network that is established between

teachers and by the more formal structure of discussions,

curriculum evaluations and team-teaching. As indicated above,

it is hoped that the resources of the college, the courses

that are provided, and the activities of assigned tutors will

encourage such professional self-development by members of

the profession. On the other hand, the college" trust also be

seen to be pursuing a similar strategy. Teachers may demonstrate

a certain cynicism towards teacher educators who show enthusiasm

for in-service education and training as long as it is for others.

Thus, the School of IT-Service Education and Research in a college

should pay particular attention to the development of the college

staff. This will relate not only to substantial courses of

secondment but also to a sharing of expertise within the college,

to the retraining of staff whose roles will have to change

substantially, to updating and to the acquirement of new skills,

such as those required by more school-based initial training.

(Mosher and Purpel, 1972) Thus, schools should receive tutors

who are actively wishing to learn from them and are seeking to

keep the faith that good teaching requires continuous learning

and that there is no overbearing 'authority' in the area of INSET.

The School of In-Service should have particular expertise in

assisting individual tutors to develop personal and professional

skills through independent learning as well as by virtue of

courses and access to other individuals.

9. Research

In spite of the fact that expenditure on educational research

in Britain has risen from an annual budget of some £200,000 in

1961 to well over £3,000,000 at the present time, that sum still

represents an almost infinitesinal part of the education budget

and there is still a paucity of research findings that can be

used to provide an adequate base for professional decisions.

On the other hand, it is important to avoid too narroliva definition

of useful research in the field of education. Much work in the

human and social sciences bears directly upon educational issues
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and the logic of the in-service deyelop ts.referred to above is
- .

that more field-based and action research s needed than is likely

to evolve. Some of the more piamising d elopments are those

suggested by Stenhouse, 1975, who arguep that "a research tradition

which is accessible to teachers and which feeds teaching must be

created if education is to be significantly improved'" (p. 165).

One way of achieving such a result is discussed by Porter, 1975,

who refers to the importance attached by teachers to joining working

groups which involve participants in practical 'trials and experi-

mentation with methods, materials and ideas (p. 92). Thus, major .

colleges should attempt to establish a research interest in relevant

and action-based projects, and these should include scrutiny of the

curriculum and practices of the college itself as well.as of the

schools.

At Bulmershe, the Department of Education and Science has

financed a major national research project into student choice

in the context of institutional change. This is an increasingly

important element in the approach of the colleges, (vide Porter,

1971, p. 119). Major research projects drawing external funding

are important in that they require substantial research expertise

and resources. On the other hand,, attention should be given to

enquiries into more specific issues fully involving teachers, such

as a recent enquiry carried out at the bollege into the teaching of

lengUage skills in the primary Nahaol:--Resources-of-research-units--- ----

in colleges should be used to support as many teacher initiatives

as possible where they concern enquiry or evaluation of ongoing

practice. The local dissemination of 'research notes' can do much to

encourage more self-critical and professional attitudes both within

college and within school. Thus, it is to be hoped that research

in the new colleges of higher education will have highly pragmatic

and specific outcomes with particular reference to the improvement

of the practice of education withil the region.
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10. ConclUsion.

The widespread cO itment to the development of in-service
4

education and training in England is also reflected in many other

'countries of the wor as evidenced by the XXXVth UNESCO conference

on education in Se tember, 1975 (Goble and Porter, forthcoming).

unfortunately in e cation, agreement and support do not always lead

to action and results. -service education and training in Britain

is threatened at the moment the severity of the economic measures

that have to be taken into public expenditure, 'and the uncertainty

about the degree of priority to give to this particular development

over others that may be 'seen as more worthy. In such a situation it

is critical that teacher educators should see in-service as a key

element in the process of making education more broadly available to a

wider range of people at different stages in their lives. In that

sense, it is part of AucaticAlsermanente. The new colleges of higher

education are attempting to pioneer in a number of new fields', including

that of a more relevant and socially responsive higher education

curriculum and a more positive orientation towlirds the community.

The assumption of responsibility for in-service education and training

fits.well into such a context, and the colleges, could provide the

independent base for bringing into partnership the diverse agencies

involved. As the James Committee pointed out, "The establishment of

such a planned partnership would be more productive of quality and

probably more cost-effective than any other measure proposed". There

is thus the opportunity to discard the increasingly irrelevant teaching

funnels of the present, and help to establish the learning networks

needed for the future.
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CASE STUDY 3 INSET AT A DISMU: THE OPEN UNIVERSITY

1. Introduction

The role of distance approaches to INSET is not one that has

been adequately documented, let alone researched, in the U.K.

Yet there have been a number of interesting developments in the

field of t.v. and radio broadcasting which deserve to be more widely

known and studied. The next two sub-sections deal briefly with

developments which relate primarily to indirect modes of INSET via

programmes aimed at pupils. The main body of the case study focuses

on the role of the Open University in providing INSET aimed more

directly #t teachers.
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The British Broadcasting Cormation.(B.B.C.) and the various Independent

Television Companies each broadcast numerous radio and t.v. programmes each

year.

The B.B.C. in particular makes a very substantial contribution to indirect

and direct INSET. In an average week of the three schools broadcasting terms

it broadcasts about 70 radio and over 20 t.v. programmes to schools and colleges

throughout the U.K. In total about two and a half thousand different radio and

ir t.v. broadcasts are provided by the B.B.C. each year for teachers to use in their

classromas.

Meaningful data about teachers' use of broadcasts is difficult to obtain.

In 1968 a B.B.C. survey estimated that one or more radio series were used in

95% of primary schools and almost 75% of secondary schools; t.v. series were

in 62% of secondary schools, 67% of junior schools but in only 13% of

infant schools (mainly b4cause so few infant schools had t.v. sets at that time).

Each year the B.B.C. sells about 121 million copies of the supporting publications

for pupils and teachers to over 33,000 schools. These publications are provided

by the B.B.C. on a non-profit making basis: the aim is to produce and distribute

them at the lowest possible cost to schools.

Hay ter, 1974, carried out an evaluation study of the use of brIadcasts in

schools for the B.B.C. and I.T.V. in which he drew the following conclusions

about the value to teachers of broadcasts as an INSET experience,

"By cbsing broadcasts teachers tepott that they appreciate hathimg access to

up-to-date in6olimation, to cuttent cmAicutat devetopments and, in some cases,

to the methods emproyed by other teacheAs who have been commi44ioned to azzist

in the pAoduation o6 broadcast 4etie4. That therd', not atway4 approve o6 the

Last, nevetthete,64, indicates a. ctai.cat conadeAation 06 methods o6 presentation.

In these wao and because 06 the need and increased oppontuni,ty 6on co-opeAative

wokkLng in a school taking broadcasts, the ketative isolation 06 a .teacher

a ctas.sumn is Aeduced."

"Rethinking on the paAt o6 ,teachers, individuatty and in 04414, a4 to

how they might beat use broadcasts ineteasingty involved them in condidetatikti

o6 the whote educative process within the da44toom and within the school. As a

te4wtt, broadcast pkogumme4 tended to be-ome - in widety varying ways - an

integnat past 06 the at/mica:4m: that intAA:n44:c vatues became mote evident

the more planned use Zed to widen 6i.eid4 o6 inte4est and activity. In

many caw this Zed to a greaten measure o6 4etection 06 programmes o6 which

much more &baited and 4igni6icant use was comequentty made.

Choosing educationat matetiat and deciding iww.i,t can be used most

e66erstive4foAe.impoAtant etement4 in both pre-4eAvice and in-4eAvice tmining.

156 (14.ing 6/coacicazta invotved both choices and dec,i6i4m4 in a 412mi:a wly that

a.ceeptanee o6 a programme intAoduce4 .to the eta44Aoom a Wye' contkibutat



and contnibution essentiatty difffttent tom that tedaat.Tt.YF'ting/tomtheteat7

ottitten and itturtnative mate/Liza, not neceazatity mote vatuabte bwt making _

mote immediate and mote dynamic demands on the teacher who ..1.6 contnatting the

teaching-teanning aitaation and guiding itz devetopment. Meeting these demands

a twining in itzetti, as atzo is the appteciation o6 what the bnoadcazten

.Ls doing and how beat his e6tiotta and those o6t.ht teacher can be joined. In

addition, the use broadcasts by a teachet within the context o6 aisaa

and zehoot objectives, whether wonting individuatty on as a members od a turn,

creates an in-aetvice tnaining siAtaiion within the schoot, the natunat and

moat efiliective cent/Et tot it."

The B.B.C. also produces series of t.v. and radio broadcasts aimed

more directly at initial and in-service training. One notable series aimed to

help teachers to deal with the problems of the raising of the compulsory school

leaving age from 15 to 16. In 1974-75 a 10 programme series on the 'Middle

Years at School' was broadcast, dealing with some of the problems and issues

facing teachers sb-f-,9 - 13 age group. One notable contribution by I.T.V.

was three series of programmes produced by Harlech Television. The first

explored the problem of innovation in education; the second dealt with the

problems faced by new teachers; the third examined the role of educational

theory and research. The exercise was based on school-based discussion groups

with group leaders (Taylor, 1973). Unfortunately these experimental efforts

have not been repeated for audience size and financial reasons.

3. B.B.C. Local Radio

The B.B.C. has twenty local radio stations currently in operation. Each

station has a specialist education producer who is responsible for producing

education broadcasts, for children and adults, reflecting local needs. The

stations operate on a partnership basis: the B.B.C. provides broadcasting

time and skills; advisory panels of local educationists identify needs and

provide the teachers to devise and help to produce the programmes to meet

these needs. In .l974 -75, for example, 130 teachers were seconded by their

L.E.A.s to work with B.B.C. local radio producers. In this way the twenty

stations, in co-operation with local teachers, transmit about 140 series

per term for schools.

A good example is B.B.C. Radio Newcastle. The education producer,

Cliff Kitney, is presenting nine programme series in the 1976 Summer Term

All nine series are produced in collaboration with local educationists. The

target audiences range from four year olds to adults and the topics covered

include history, language development, trade unionism and women's liberation.

Previous years' putput is housed in an archive library at the Pendower Hall

teachers' Centre in Newcastle where it is available to local teachers. 57



4. The Open University

The Open University was established by Royal Charter in 1969 as 'an

independent and autonomous institution' authorised to confer its own degrees.

To date about 10,000 students have graduated from the Open University and

some 55,000 students are currently working towards degrees and other

qualifications. The Open University offers three programmes of study:

undergraduate, post-experience courses and post-graduate; the latter is a

research based degree and currently has about 300 students.

Undergraduates study for a credit-based degree at ordinary level

(six credits) and honours level (eight credits). A credit is awarded on

completion of a one year course demanding about 40U study hours and a

imximum nf two such courses can be taken in one year. Students can, there-

fore, graduate in from three to eight years depending on how many courses

they take ea6h year and whether they aim for an ordinary or honours degree.

The courses are offered at four levels foundation, second, third and

fourth - in six faculties: Arts, Social Sciences, Mathematics, Science,

Technology and Educational Studies. After the interdisciplinary foundation

year, numerous course combinations are possible; there are over 90 course

options in 1976, for instance.

There are over 5,000 students taking the fourteen post-experience

courses currently available. These are non-degree courses, varying in

length from five to ten months, but some do carry credit within the degree

structure. They are designed for students who wish to extend their know-

ledge of a field related to their own career or in a completely new field.

5. Distance thods

Most of the Open University student's time is spent at home working
110

on correspondence material, watching television programmes and listening
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to radio broadcasts. They can attend local study centres for individual

and group tutorials and discussions or to see and hear broadcasts they may

have missed. Some courses require attendance at one week'Summer schools.

Students take self-administered tests and du written assignments, marked

by local tutors, throughout the course. These are combined with a final

examination to obtain a credit.

It is commonly assumed that the television and radio broadcasts are

tne most important feature of the Open University's teaching methods but

this is not so. As the following table demonstrates, the major part ofe.

student's time is spent working en printed material.

)) TABLE 1 COURSE COMPONENTS

Course components Student response

(i) Printed material

a) Correspondence texts

b) Set books

c) Recommended reading

(ii) Television and radio

a) Course broadcasts on television

b) Course broadcasts on radio

(iii) Tuition and counselling

a) Individual and group tuition

b) Individual and group counselling

c) Summer schools

(iv) Assignments and assessments

a) Practical experiments and self-
assessment

b) Tutor-marked assignmenZ.s

c) Computer-marked assignments

id) Examinations

Systematic reading

Regular viewing and
listening

Contact with tutors and
counsellors: attending study
centres; meeting other
students; attending summer
schools.

Doing practical work or
projects, doing written
work; taking examinations.

aowl111....

Ap?roximate
time spent

652

102

152

102

59 (from Information Services Department, 1975)



6. Open - University s INSET for Teachers

The Open University serves as a major providing agency for INSET in

two main ways: it Offers a part-time in-service B.A. degree for the thousands

of teachers who only have a teaching certificate; it offers several post-

experience courses of direct profession 1/ relevant to teachers. The tremendous

appeal of the Open University to teachers is evident from the following tables.

Table 2 Applications for 0.U. Courses in 1975

Type of Applicant lumber %

All types

Teachers and lecturers

49,550

11,901

100

24

Table 3 Ir21....tcherLatiassnApproximate Percentage

of Faculty

Faculty Approximate
Z

Arts 31

Social Science 26

Mathematics 35

4Science 28

Technology 18

Educational Studies 82

The proportion of teachers applying for courses has dropped from 30%

in 1972 to 24%, as indicated in Table 2. It is thought that it will probably

settle at just under one quarter. Table 3 indicates that, as one might

expect, teachers show a strong preference for courses in the Educational

Studies faculty. Table 4 proVides a more detailed breakdown of the

registrations within Educational Studies.



Table 4 Educational Studies Rsgistrations 1975

2 School and Society

Personality growth and learning

Language and learning

The curriculum: context,
1200

3

design and development 92

Decision making in British
education systems

3 Urban education

1074 t 86

776 i 84

Education, economy and politics 730 81

The three level 2 courses with the lowest proportion of teachers on

them were 'Language and learning', 'Personality growth and learning' and

'School and Society', presumably because they had a more general appeal to

non-teachers. The remaining level 2 courses - 'The curriculum: context,

design and development' and 'Decision making in British education systole' -

have fewer overall takers and a higher proportion of teachers ,presumably

because of their more specialist appeal.

7. Post-Experience Courses

The undergraduate courses are not designed as professional qualifications

and they cannot be regarded as being in the mainstream of INSET. The rationale

for the post-experience courses is quite different. According to Marshall,

1974, they:

'have been totitten aspecA.6icatty az, "updating., ne,PEet,heit., xetitatang

on in-4envice" mimeo and have cayeneni. keguiation and Lee
4tiatettute 19uxn the undettekaduate imogitammea.

A number o6 E.A. education aUtieem, advLseirss and head-
teacitenis have been qu.i, o, nee Wit, Q.Li. ,cou440.4- gcnettat and



O.U. po4t-expercienee COUAUA i.n pattiautat can open up

again .the in,sekviee putli4i.on °Hefed by an L.E.A. Many

mnitd aAgue the ideat'in-amviee <situation iz 04 6ace.7.0-

6ace tuition to take peace, paAticutatty where puetteat

aetivitie6 a4e. inetuded. yet the idea2.i4 no u.se in L.E.A.4

whence tuvet 6o4 in-oetviee coutaeh i4 hampered by pock

cotnmmication 6aeLtitLe4, oh by deomate teachers 4hotitage.

The Open Univelaity combinatan o6 c.o4.4e.spondenee text, TV

and Aadio ma feria togethet with to ha4 undenZabte

advantages in teAM4 06 coat-e66eettvenu4.'

The appeal of post-experience courses which are directly relevant to

teachers is demonstrated in the following table.

Table 5 Registrations for Selected Post - Experience ssiniEs.

Faculty Leve 1 Course title
All

Registrations
7:

Teachers

'Arts 3 War and Society 727 30

Social Science 2 New trends in geography 237

Science/Social
Science/Technology 2

Biological bases of
behaviour 993 27

Technology 2 Systems behaviour 623 12

Technology/Sc ience 2 Electromagnetics and
electronics 910 20

Educational

Studies

2 Readin 1.7777 79

3 Methods of Educational
enquiry: an empirical
approach

700 88

The 'Reading Development' course was the first post-experience course

aimed specifically at teachers. An indication of its scope 'and content is

given in the following extract from Taylor's, 1973, introduction to the course.
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This course is concerned with improving atandards reeding. Naturally. one
course cannot cover the whole field of reading. We decided, therelbre. to con-
centrate on the development of competence in the middle wars if) alionling. Here the.
major concerns arc to help children to develop their ability to lean, through
reading and to enrich their experience through leading. Thus, the. course. deals %tit!'
reading in every area of the curriculum. At the Saint' time, our corxern through-
out the course to improve standards of reading has led its to Consider ntimy
additional ways in which schools might provide a hence preparation for roping
with the reading demands of the adult world.

A major aim of the course is to explore and to develop cunreurthinking about
the nature of reading and the reading places, as a preliminary to discussing
improvements in the teaching dreading. lu view adds, the tune team has
tried, wherever possible, to consider each theoretical issue in terms of it's prac-
tical implications for the reading cut ricnIont. The con rseexamines how children
learn to read, and, following this stage, how opportunities may be successive!)
provided within the curriculum for developing a wide variety of leading
interests and reading skills.

The course seeks to develop an undristanding of the kinds of skills w hich may be
useful in helping the individual child to develop his strengths and overcome his
weaknesses. To this end, the course outlines methods of helping children of all
ievels of ability, not just the less able. result of their study; we hope that
students will revise upsupwsatds their pt cy lisle. ideas about the levels of reading that
pupils can comfortably achieve if suitably motivated and given appropriate
opportunities for development.

The course aims to stimulate the student to review his own role as an agent in
the teaching of reading. If reading is important in every aspect of the cur-
riculum, then every teacner must be regarded as a teacher of reading. It is

intended, therefore, to develop awareness of an extended professional role which
the teacher who has made a special study of reading may choose to undertake
in relation to his colleagues and others concerned with the teaching of reading.



3.3 Alt outline of the course

Unit r, ritsfeetives in Reading, examines the nature of reading and considers
the importance of reading both as a major clement in the educational process

and as a major tool in everyday life. The unit also considers various aspects of
the teacher's role within the wider professional context.

Unit 2, Literature Yor Children, explores the value of reading literature in general,
and discusses what is meant by literature for children. The unit considers the
variety of literature available for children, and how the teacher can Encourage
them to react it.

Units 3 and , Reading Purposes, Comprehension and Mt Um of Context, tie con-
cerned with the importance context it all levels of reading activity. The
units examine how reacting purposes provide a context for reading and here
context cues can aid comprehension.

Units 3 and 6, Early Reading, are intended to provide all students with an insight
into some of the litctors involved in the ears stages of learning to read. The
units examine the early and fundamental skills that a child must acquire and
develop in older to be able to react.

Unit 7, Developing Your Own Reading, explores the process of fteading--fmr-

Learning, drawing on the activities in Unit,; -6. The unit emphasizes set-
organization in reading. Three hours is set aside in this unit Per studertiOn eta
some preparatory work on the Student Workshop.

Units 8 and 9, Printed Mediu and the Reader, consult( the ruttmeu&nd varier of
printed material. The units examine mutability fosters, this elifterences
between various kinds of texts and lemons why texts avails loSe to pit pill. shot% Id
be varied and challenging.

Units to and it, The Reading Curriculum, era concemeckvith art exavaination
of ways of planning for the development ofreading within the curriculum in
the middle years of schooling.

Units 1 2 and 13, Individual Progrect in Readm;!, discuss hem the teacher can help
both the individual child and small group; of childrut to make prow ecs in
their reacting by using a diagnostic teaching approach adapted to tilt need, of
the individual child.

Unit 1 i, Children with Special Plublenb, aints at helping the :find/tit to understat id
the task facing the backs%aid reader, and to triontulate some 7/Cavities to help
overcome a range of problems.

Units 15 and th, The Student WorA shop, insrolesthe student in a major activity
in one of five areas aheaily discussed in the emits: children's literature; rat ty

leading; devdoping pupils' reading *ills: the evading curriculum; chtlotran
with special problems.

Unit 17, Resources fur Isif admg, gives a brief rovieW of the coyest ihounik also
considers the major human and material resources that can Le, otilizagi to
improve tending stand:lids and reconsiders the evianded relessiems1 rote of
the teacher.



3.2 The approach of the course

(1) The student '
This course is part of the Post-experience programme. This means that most
people studying the course %%ill already have considerable experience in the
educational field. We expect than most students will he practising teachers,
and the vast majority lupine way involved or interested in education.

The course team. therelinc, have produced a course that acknowledges, this
expel ience. The course covers $ wtry tt ode range of arras in reading and a wide
range of topics within those areas. Because the range of experience of students

taking the course is so wide, parts of the course will he more relevant to some
students than to others. This also applies to the level of' treatment, so that some
parts of the course will be mare easy or more difficult 11Ir some students.

Sloth ohs will need to use their esein judgement as to which areas they can read
through quick!) and which the! w ill need to studs intensively because they ar:7.

ma:midi:i with either the conbust, level or approach. In the case of Units 5

and example, much or 64 raicii.d will be second nature. to infant

teachers. SecondaiN teat bets. ort the Bihar hand, eeili prohalik not he familiar

it Ii t lw ea& steps 4 romans. arid sow ill need to de more work on these
1Ve hope thaZ even ses,,,entai wish * .igniticaot (let!: et. of expertise in aii

particulat ra well find .Merit rrosveriell itew ideas in eat It unit of the

cows, m the astocistexl roelinst

tin) 'Army and pm,
The IIICOry 111 ("MSC k gvat IA to' thi nom pail, in that it considers
relahng at all age mid akin.. ;emit, RI Wing thew gem sal print iples to specific

eiilr. Ovivever. do pro% id,' vont-reit. illustrationsteaching simation 1;14

of applications lot t den ts to awns. v. tulle ;hack. und.c.wa tiding the In in-
cinies invoked, mid ahalytint, ots dltutratiiih, providvd text and
broadcast mate' ial, students still beakde to Ivin*r die knowledge and insights

gained to their own situation, %Ve hop& it tudenis will draw their own
Implications hoot what they lead, see. and htlen, to, and take the illustrations

of teaching ;Hardee as points of dteferktro - not as bluept inks.

,iii) .Ifni appottch
Inevitably, every ricochet will e'spi et something different from a course on
Reading Development. lkopetidiv, tho co,, deals with what most people
would regard as the major gnats of interest The emphasis of the course, cer-
tainly, will he tmlamdiar to man.ystattleas, It takes reading as an integral part

of the curriculum raCtel sepatalt sulijert. Reading is always examined in
term. of the initial Lurrictilmo purposes. 1V:t. s of locating, selecting and
olganizing reading material are teased. There is also an emphasis on the

difh'rences in the kinds of' reading undertaken fin- different purposes and the
relationship of these to reading outcomes. The familiar concerns in teaching
reading are not neglected, howefer: they are viewed in a wider context.
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Finally, it is worth stressing that distance teaching does not necessarily

mean that the students spend all their time on reading and written work.

"The Student W0162410 obieked in Units 15 and 16, povideh an opportunity .

On the student .to &atm his on het poriticutaa geed otf intetest in some

depth. These options are deagned to provide a majon activity in apptying

the theateticat pAincipte4 discussed in the course .to the ptacticat pnobtems

flared by the student in devetoping chitdAtn's Atading.

The Workshop consists oi 6ive areas - an optima - of which you ate

be asked to setect one. Each option consists a =jot activity .invottling

pucticat woAh in the etassnoom, tibltan.y, clinic at athet appopniate gut."

In the revised course, even more time will be spent on 'field work' options.

One of these involves a substantial research activity in which.the students

both learn research and data collection technique and then submit their findings

to the course team for processing. The O.U.s combination of comprehensive

educational technology and large numbers of students spread across the

offers exciting opportunities for learning and researching at several levels.

8. INSET for Teacher Trainers.

One of the less publicised aspects of the O.U. is its impact on

three groups of teacher trainers: course team members and consultants; local

tutors; other teacher trainers.

O.U. course team members and consultants encounter a teaching/learning

experience which is extremely unusual in British institutions of higher

education. Most university lecturers have had no training or preparation

for their job, prepare their lectures without systematic consultation with

colleagues, deliver them.to an exclusively student audience and receive no

systematic feedback about them. The contrast with the O.U. course team

approach could not be more distinct as can be clearly seen from the diagram,

(Information Services, 1973).
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Contributor

I Academic staff

2 Educational
technologists

3 BBC
educational
broadcasting

4 Media
demiopmem

(9r101:61a.
design.
technical
illustration)

61111

A simplified outline of course production

Stip 1

a) Definition of
objectives

COURSE b) Formulatioregl
-.TEAMS --* avna --"".

c) See Jon of
media

Stage 2

Draft
correspondence
COWS*,

Pilot
radio
programmes

Pilot
television
programmes

Stage 3 Smoot' .Stivo5

Evaluation
and
development
testing 1

Revision
of
drafts
and pilots

Final

drafts

COURSE
TEAM'S
APPROVAL

4

MEDIA PRODUCTION
(University)

STUDIO BROADCASTS
PRODUCTION (BBC)

1
Correspondence t Radio and television
courses I programmes

IINTEGRATED

The diagram is largely self-explanatory but certain aspects of it

bear explication. The aim of the course team chairman, who is usually on

the permanent O.U. staff, is to build up a team which includes the best

available academics in the country. Thus, course teams consist of internal

O.U. staff plus a group of external consultants from other universities and

institutions in the U.K. (and occasionally from abroad) whose expertise is

directly relevant to the course in hand. Although the financial payments

are not high, he can usually expect to attract the external consultants he

wants because of the O.U.'s high reputation and because its publications are

very widely distributed and read.

The main task of the academic contributors is to write the correspondence

texts. A full course will normally consist of 32 units, each representing a

week's work, bound in ten to fifteen volumes and sent to students at regular

intervals throughout the course. The academic contributors work to a careful

programme. They receive written instructions about the way in which correspondence

texts should be written, these instructions in themselves are a significant

innovation in INSET for teacher trainers.

Each author's first task is to produce a synopsis outlining his unit or 67

units; after consideration by the course team modifications are suggested in writing,



The author then produces a first draft which is similarly considered and

criticised by the course team. Next, he produces a revised draft which

has to be as complete and well presented as possible. This second draft

is subjected to.more rigorous and extensive examination: it is develop-

Mentally tested on small groups of students; it is sent for criticism to

an external consultant who is a recognised expert in the field; in the

light of this developmental testing and external assessment, the author

is then invited to discuss, and if necessary defend, his unit at a course

team meeting. He then produces his third draft which is discussed again

by the course team. Finally, he hands over his final manuscript to the

course team editor. Thus, each author has to face criticism by his

academic peers and it is by no means unknown for an author to be tactfully

asked to withdraw from a course team if his unit is, in the team's judge-

ment, unacceptable.

The academic contributors are also asked to identify suitable set

books, which students are expected to buy. Some set books are specially

commissioned for the course. Others may be 'Readers' containing compil-

ations of relevant journal articles which would otherwise not easily be

available; some of these articles, too, may be specially commissioned.

A second nmjor group to be directly influenced by their participation

in O.U. courses are the part-time tutors. The university employs about

5,000 part-time staff as course tutors and counsellors across all six

faculties. Aoaut 16% of them work as full-time lecturers in Colleges of

Education. However, 48% of the part-time tutors in the Educational

Studies faculty wo':k in Colleges of Education. Each part-time tutor is

responsible for about 20 O.U. students. Tutors receive training in

their new role by attending working sessions about,the course and by

reading a specially prepared manual 'Teaching by Correspondence in the

Open University'. Their job is to grade and comment on written assign-

ments, to' hold face-to-face tutorials with groups of students at local

study centres and to be available for individual consultation. They

probably become more familiar with the course than any of the course

team members or students.
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After all, they may act as tutor to the same course for four or five years;

they have to read all of the correspondence materials and set books, etc.;

finally, they have to mark assignments and discuss the course with adult

students. Thus., part-time tutors receive direct INSET to carry out their

new role but they also experience indirect INSET by working intensively

with the course materials and students. In consequence, many of them

change their own teaching methods and materials within,their college and

university courses.

A similar indirect INSET experience is undergone.by other teacher

trainers. A unique feature of the O.U.'s courses is that much of them

is open to everyone. Thus, all college, polytechnic and university

lecturers, who are not associated with the O.U. but who are nevertheless

engaged in teaching in a related area, have easy access to televisiq

and radio broadcasts and to the correspondence texts which they can

either buy for themselves or borrow from their institution's library.

Here, too, there is evidence, albeit impressionistic, that many such

lecturers have modified their own teaching as a result of this kind

of indirect O.U. INSET.

9. Conclusions

The major factor to be considered in evaluating the relative

advantages of distance methods for INSET is costs. These are extremely

difficult to assess in comparison with conventional methods because of

the vastly different methods and target audiences.

Thr cost to the student (i.e. the teacher) of direct and indirect

INSET provided by the B.B.C. and I.T.V., via their schools and further

educationtprogrammes, is negligible. However, both public systems,

and particularly the commercially based I.T.V., depend upon mass audiences



*VC LUOLT viataiity. acnool cnildren offer an acceptably large audience

or market but the potential audience size for programmes aimed exclusively

at teachers is too small, especially for I.T.V. Thus, indirect INSET

via schools broadcasts is feasible but direct INSET is not.

The Open University is viable with a much smaller audience because

broadcasting is only a minor part of ita output and students pay fees

for each course they take. Obviously this makes an Open University

INSET course much more expensive for students but they can obtain grants

from local authorities. In any case, the cNit per student at the Open

University is only one third of the costs of a conventional university.

After the initial capital investment has been made to produce the course,

substantial economies of scale begin to operate as the student numbers

grow. The Open University's relative costs could rise if, as some

people argue, it is now reaching the end of a honeymoon period: i.e.

parttime tutors will demand much higher fees and the institutions which

provide resouries and facilities for the Open University may demand

higher fees too.

The main pedagogic aisadvantage of distance teaching methods is,

of course, that students and tutors do not came into face to face contact

and that individual tuition is, therefore, out of the question. This

can be minimised, as it is at the Open University, by holding summer

schools, having local counsellors and ensuring that draft courses are

developmentally tested. The criticism still remains valid, however,

and can only be finally countered by setting this disadvantage against

the many advantages offered by distance teaching on Open University

lines. These include the substantially greater numbers of students

catered for in this way, the quality.of the materials which results

and the opportunities the course team and local tutor system creates

for INSET for trainers.

In a very important sense the Open University mediva is its most

significant message for the rest of the world. The particular features

of the U.K. - for example, its compactness and the easy availability

throughout the country of a good public broadcasting system - make it

highly unlikely that an exactly similar approach would be anpropriate

for most other countries. But the principle of bringing together the

best people and resources within a particular field and cooperatively

producing materials which are then available to the rest of the

country's educationists - this principle certainly is generalisable.
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Moreover, it is also generalisable to other levels of the U.K.

education system. In a recent report Venables, 1976, identified two

ways in which the Open University could contribute to continuing

education in general: it could collaborate with other institutions

(e.g. technical colleges) in the production of courses; and it could

make a direct contribution by producing adult education and post

experience courses.
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CASE STUDY 4: LOCAL CURRICULUM DEVELOPMENT AND INSET

1. Introduction

An outstanding feature of the British educational system is the

amount of influence which teachers have over the content of what they
teach. It is important to be clear that this is a matter of degree.

British schools are, of course, subject to powerful external constraints,
for instance the examination system, parental expectations and employer
expectations, but individual teachers do, nevertheless, have a consid-

erable degree of discretion over curriculum and pedagogy. In recent

years this has led to a great deal of interest in the possibilities of

local curriculum development and its implications for INSET. This
4. case study discusses these issues with particular reference to the work

of teachers' centres, two curriculum development projects and the

Schools Council.
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2 Teachers' Centres

Schools Council Working Paper No. 10, 1967, recommended L.E.A.s to

set up teachers' centres with three main functions:

i) 'to give teacheu a setting within which new objectives can

be discussed and degned, and new ideas on content and methods

in a voutAxty o6 subjects, can be aited.'

U) to contribute to the evatuati.on ()lc (national project) matexiata

beolite .they are published and (to) 6eedback comments,

cititixisms and suggestions 6oir. improvement.'

'to keep teachers inionmed about research and development

in progress (so that) they can ptepake themselves

to appuise and to moditcy, according to that own estimation

olc individuae and .2o cal need, .the mateniats which may eventua.P2y

become genera 2y avaitabte.'

The Working Paper concluded by outlining two basic principles of curriculum

development: " gut, that the motive power should come primarily room

Local groups o6 .teachers accessible .to one anotha, secondly, that therm

shoutd be e66ective and close cottabotation between teacheks and att. those

who are able to olitiet cooperation ". In this latter context, the Report had

earlier stressed the need for contributions from local education authorities,

universities and colleges of education because "no &cat cent/ce can expect

to be set6-su66icient over the whole geed o'S cumicutum development ".

Although a high proportion of these early centres were Single subject -

because of their involvement with the Nuffield Science and Mathematics

Projects - most centres have now developed into multi-subject or general

centres for reasons of finance and accfissibility and because of recent moves

tosards interdisciplinarity in schools. Only a very large local education

authority can afford to set up a comprehensive range of specialist centres.
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The Inner London Education Authority, for example, has forty centres, thirty

of them specialist centres (e.g. English, Mathematics, Science, Urban

Education) and ten covering the full subject range. Around the country as

a whole the specialist and the multi-subject centres vary a great deal in

terms of size and the scope of their activities.

Enfield Teachers' Centre, in the London Borough of Enfield, is a

reasonably typical centre. The warden, Harry Kahn, describes it as follows: -

'There ate many ways in which one can explain what .the Teacnas' Centre

is and does. It is a place wheAe in-savice education and cumiculum develop-

ment go on; it is a neutAat meeting point bon all conceAned with .the wont in

our 46,001.6 teachas with ad-via/0, the newsy quatiSitd with expenienced

cotteague4, HeadteacheA4 with C24.66ADOM phaCt4tiOneAk, Primary ter:tele/a with

Secondany teachet4, teachenz at the chatkliace with coUege Zectmet4, it a

a ptaee, the philosophy o6 which Aecognize4 the teacher as a pA46e6<sionat

who need6 to be supported in has oolie44ionat task o6 anmeAing que4tion4

ion him4a6 and which doe6 not considen him as an employee to be told what

to do and how to do it; and Al 44 "06 the teachers, (tun) by the teachers,

Son the teachers ". Att this can be bummed up by saying that the Centre's

Onction a to 4depotit teachers wonting in the London Borough of En6ield's

schools in every way possibte. Its success on Zack o6 success is dependent

on teachet4 theftetve4 Aeatiing the impticatiott o3 the apostAophe in the

titte 'Teacheke Centre' and themsetves ensuAing that than Centre cam- Les

out those Sunction4 which the,/ Aequike os it. In this respect it is not

.inmwdezt to say that since its inception in 1968 the Cent/1.e has met with a

considaabte degree o6 success, but in an age oS acute/Eating change-it 46

recognised that the Cent ice and the teachers it saves must continua ty examine

and re- examine its 6unctions to astute its continued neievance to the

changing pattern o6 the need4 o the teachen4 wonting .i.nimuit<school4 and

CUOVEO0m6.
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la-setvice aativi,ties encompass the entite spectum 6nom stucturced

in-setvice education coutses to in6onmat meetings oti <watt groups 06 .teachers

to discuss mutuae pobtems on initiate a piece o6 cuAtieutum devetopment.

They have in the past inctuded a wide range 06 workshop activities and

'OUltbeA actoss the whole range o6 the cutticutum and att age ranges in our

4Ck00t4 as wett as waging patties on: Raising the School Leaving Age,

Oecimat Cuktency and MetAication, The Rote o6 the Ctass Teacher in the

Pucticet TAaining oti Student Teachers, "Leavens"' Contietences, the Piddle

Steam 06 Schooting and othet topics.

The mote sttuctuted activities ate planned by the Pug/tamme Sub-Committee

who annuatty send a questionnaite to every .teacher in the Bo,-mgh .to ascettain

.the tequitements Got .1-he ptiowing year,. Based on .the rep Les to these

questionnaius and other suggestions, a teAmty ptogtamme is citcutated to

ate Schoo pubticising the .term's activities. In addition in the SpIting

Tam, an intensive 6ottni!lht is usuatty atAanged to deal with a singte topic

in depth. Recent examptes 06 these have been Reading, Mathematics and

Science. A recent innovation is a 'long CouAse continuing oven 2/3 .tennis

at tne conclusion 06 which a cetti6icate rs issued.

Mainty in the Summer Tam 06 each twit, a vatiety 06 exhibitions ate

organised by the Puytamme Sub-Committee enabting .teachers .to view and

examine recent pubtications and equipment in va/tious 6iet4.6.

Intiotmat groups can; oy pltion arrangement, meet at the Centte at any

time. Use o6 the Centre and patticipation in all activities is titee alt

teacheAs in the Borough az are also alt matetials used as pattt o6 these

activities.

In addition to Centre- sponsored activities, the adviseAs and o66icets

and teachet otgaisations such as the En6ietd Association 06 Remediat



TeacheA4 and the EniSieed Pastoitat Usociation arrange meeting4 and coutoe4

which are often 4ited at the Centre.

A vatted pnognamme o6 4ociat activ.Ltie4 oAganised by an active

Committee thnoughout .the yeah. The Centne atdso hou4e4 a ban which 4:4 open

each Monday and Wedne4day evening Wm 20.00 - 22.00 as well a4 when

nequined bon 4peciae hociat occasions, art day couues, and °then occasionat

event4.

Imams and thein 6Aiend4 ate welcome to come to the Centne on Monday

and Wedne4day evening4 when a vahiety o6 in6onmat4ociat activitie4 ate

avaiZalyee, hanging oven tabte tennis,/daAts, dtidge, Foth dancing, Ban Game4

and television.

Each tehm a numbek oti occa4.i.onat activitie4 ate atho ohgani4ed which in

the pot have inceuded Feature Fibm5, a Guy Fawke4 dong,te Night bon teacheA4

and theiA tiamitiez, Ceitidhs, Fah Song Evening4, Di4co6 and Oupticate

BAidgerouknanmnt4. Axe the6e event4 ate open to teacheA4, membeu oti

the Education Depattment - 066iceA4 and 4ta6ti - and art connected with the

EnSietd Education SeAvice and thein 6niend4.

The Centre i4 atzo u4ed tom time .to time by .the Pnotieuionat A44ociation4,

Icon theAdt Committees and ()then meeting4, and by 4ome oti the 4upptementaky

4eAvice4 a44ociated with education.'

Although it is difficult to generalise about the six hundred or so

Britisb centres, nevertheless, a number of characteristic features are

identifiable. Typically, they aim to provide a local professional support

facility for all the teachers in their catchment area. They offer in-

service training courses, library, technological and reprographic resources,

information on national projects, local curriculum development workshops

and a social meeting place. Thay are often located in converted schools
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and occasionally in converted, large houses. They have a warden or leader

(sometimes part-time) and may also have a deputy warden, technical and

secretarial staff. They are funded by the local education authorities but

usually managed by a committee with teachers in a majority. Furthermore, they

each have a number of fairly common problems. Three important ones are

discussed below: the uncertain role of wardens, attendance at centres and

the distinctive features of curriculum development at local level.

3. Teachers' Centre Wardens

The status and role of the warden appear to present difficulties.

Onp recent survey makes it plain that most wardens were dissatisfied with

the confused salary situation and a single, national scale was suggested.

Some respondents felt that the job lacked the necessary status and should

be comparable with an H.M.I. or adviser.

A small sample of wardens interviewed by Meredith, 1973, were sceptical

about the value of training. One thought that wardens " picked up a

Lot at genotat meetings, invavement with School...6 Councit pnojects, waAdenz'

meeting4 and that wont 06 thing.". As far as background reading of research

etc. was concerned, he said " .he.' e axe anticte4 and modeb about

cultnicuttun deveeopment and group dynarrica, one reach them but they cute

44 Wed and theoneticae and not panticutaney usque.". The second warden

thought ' .that teachen4 werteutopiciou4 o6 "academice and Ott move

scure with teaches Like theaseeve4.'. The third did little theoretical

reading because he found it ' incompnehen4ibte on unhetniutt. He, .:oo,

thought that meetings with other wardens and ' fairing .in di6cuShion

gAmps ion aped tic .innovations' were all helpful on-the-job experience for

the warden.
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Not all wardens see thoir role and training needs in this way and the

professionalisation of wardens has led to a growing awareness of the need

for training in a variety of skills. The wardens' national association

held its sixth national conference in April, 1976, on the theme 'School-

focused INSET'. Among the themes considered by the study groups were: -

'The role of the warden and his importance as a leader';

'Motivation and support of curriculum development groups',

'The role of the head in school-focused INSET'.

4. Attendance at Centres

The vast majority of teachers who regularly attend teachers' centre

activities appear to be from primary schools and this is naturally reflected

in the kind of activities mounted. The members of three national conferences

on teachers' centres discussed the reasons for this: 'Some zpeakeicz drew a

diztinctton between the nature and needy o1 the .two eagez o6 education. The

vent' nature o6 ctazz teaching in pkimaky 4choot6 6o/teed the teacher to con-

zidet the impticati.on4 o6, new development4 to the totat cuttautum. The

appeal o6 the centre, both bon itz ke-trixaAing coukzez and as a place to

dizeuza devetopmentz with cateaguez, way 4tkong. The secondary .teacher.,

on the othet hand, WIA moke taety to be a subject zpecLaUst and, thene6oke,

to have a stAong tendency to think atong nadttowek zubject Linez. One

speaker azzated that the average secondary teachek had a gu.Ut 6eeti.ng

about the totae cukkicutwn. Whatevek the keazon, the secondary teacher,

in the opinion o6 many, did not recognize 40 eaziey the u6e6ut /tote o6

the centite. '

In so far as this is an explanation of these differing attendarice rates,

it is probably only a partial one. Evidence from other sources, both in the

United Kingdom and abroad, is virtually unardoous in pointing to the lower

attendance by secondary teachers at in-service activities in general,
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including subject cours. . Thus it is not just curriculum development

activities which they are reluctant to attend. Why this should be so is

unclear. We can only speculate that secondary teachers may feel more secure

within their subject disciplines, may receive support from departmental

colleagues, may experience in-service training or carry out curriculum

development activities within their generally larger secondary school or

they may be more tired because of marking, preparation and extra-curricular

activities.

In any case, this problem has to be set against the wider one of low

attendance by all teachers at the centres. There are no completely reliable

data on this but at the three national conferences " Vim wvi.e

con.stant Ite6e)Leneeo to the zmate ntanbe)14 o6 teacheir.4 at' early wsing.the

centue (Schools Council, 1967). These views were being expressed in the

early days of centres and things may have changed, although there appears

to be no published evidence of such an improvement. One centre, again

probably fairly typical, attracts about 20% of the teachers in its area.

One possible explanation for low attendance is refuted by Bradley, 1974,

whose findings indicate that 95% of teachers who wanted to go to a teachers'

centre did have reasonable access to one, do the reason is apparently not

to do with the inaccessibility of centres. He also asked the teachers in

his sample where they would most like to do any in-service training. Women

were more likely than men to prefer either a teachers' centre (31% : (19%)

or a school (7% : 4%), whereas men ccre more likely to prefer a university

or polytechnic base (42% : 30%). Secondary teachers were much more likely

than primary teachers (50% : 25%) to prefer a university or polytechnic.

Thus teachers' centres are facing particularly strong competition in trying

to attract men secondary teachers. The teachers in Bradley's sample were

most likely to go to a teachers' centre for non-award bearing day release

and other short courses, whereas they much preferred colleges of education,
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universities and polytechnics for one term and other longer, award-bearing

courses.

5. Teachers' centres and curriculum develo ment

The early pronouncements of the Schools Council, 1967, laid great

stress on teacher participation in the discussion and definition of new

objectives, although Working Paper 10 was somewhat ambiguous as to whether

the activities so described should be thought of as curriculum development.

The three-conference report (Schools Council, 1970) was much less equivocal

in its description of the underlying rationale for a centre:

'The main conceAn o6 cent/fez to with deveZopment work that 1444

Locae. This was their/. plimaky 6unction: to make possibte a neview

o6 existing cumicuta by groups o6 teachers and to encourage attempts

by them to bring about changes. The other. 6unctionz mentioned in the

wanking papers those o6 acting as a base bon. national projects and

as a centke bon the steadily inuteazing amount o6 in-sekvice

training 4equined - were atzo impoktant, but they did not o6 them-

zetvez constitute a reason bon the estabeishment 06 a teachers'

centke bon cumicuZum devetopment.'

The conference itself apparently became locked in a fierce debate

about the difference between in-service training and curriculum development

and about their relative importance. Some agreement was reached on the

following definition:

'Fok a given akea oi teaming, cukkicubondevetopment was the

process o6 de6aing the aims and the objectives o6 theiit teaching,

the conztxuction o6 methods and mateitiatz to achieve the objectives,

an assessment o6 thar e66ectiveness, and 6inatey a Geed -back o6

these nezultz to 6okm a. new starting-point 6ot &Atha study.
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In-4eavioe trtaining u essentially the in7paictina (16 the

Aesuits o6 4ueee4htial cumieulum development and the 4einioAte-

mento6 that success.'

Some participants were deeply sceptical about the etent to which

teachers could be meaningfully involved in developing curricula when many

were already overwhelmed by external prtlject chances. A second disagreement

arose ' °vex how pteciseby the diti62hence between in-seAvice t.itaining

and maticutam devetopmentcoredeedin oactice', since much so-called in-

service training ' consisted op active investigatLOn bywolikAhop

91coup4'.

The deputy head of a primary school, Richards, 1972, concluded that

..---...7.beatres have been successful in supporting nationally developed projects

but in genekat have not got tiax cath degning now objeetive4 OIS

theik own, devi6iAg .they. own expetimentea pnocedmes at developing .their

own mini-camicuta'. He thought that Working Paper No. 10 underestimated

the complexities and difficulties of local curriculum development and eval-

uation, both of which, in his view, require more time from teachers than

most are prepared to spend and a great deal of outside, expert help. More-

over, he continues, primary teachers don't all see curriculum development as

their professional responsibility and prefer to leave it to their, head.

Thus, says Richards, we shou'd be cautious in discussing the role of teachers'

centres in 'nationwide cukiticatum innovation', the widespread 'paileaq Achoot,

Aevatution' and, one might add, the implicatiOn that primary school teachers

are necessarily engaged in curriculum development simply because they attend

teachers' centres in relatively high numbers.

One notable exception to the generalisation that teachers' centres have

not been sufficiently concerned with curriculum development ii the work,of

. A
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the North West Curriculum Development Project. According to its director,

Rudd (1975).

'When the pAoject waz Launched eaAly in 1967 Ow educationati4t4

had many cleaftly developed .dead ad to how zuch centAe4 might nun

The project consisted of A consortium of fifteen teachers' centres and has

developed curricula for R.O.S.L.A. However, in this context we may consider

Rudd's question as the central one: 'Why 4hould teacheAz take theiA pAoti-

ezzionat conceuz to a toeae teachets' centAW, since clearly no local

curriculum development can take place without teacher, attendance and commit-

ment. Rudd writes:

'ShoAt in-zetvice couAzez, exhib.itionz oti teaching matekiat on o6

pupitz' wank, a A.quence tibung/tezounce centAe, a wolth4hop Lot

making needed appaAatuz - ate are valuable zekvicez lion the

teacheAz' centAe to olikA. It haz been our wetience, however,

that creative worth in CUAltiCUtUrn development puvidez much the

ztAongezt ztilnutuz tion 4choot4' commitment to the worth teachaz'

centtez.'

To achieve this commitment, Rudd identifies several pre-conditions. First,

that, centres should work on tasks and problems that are of immediate signif-

icance and importance to teachers and schools, such tasks need not be large

ones but it is important that the effort is successful. Second, that

adequate and appropriate resources must be provided and here he points to

the critically important role of the L.E.A. in ensuring not only that money

is given, but that enough discretion over its use is allowed to centres

and project teams to enable them to approach their development task without

any avoidable financial constraint on their planning. Third, that a humane

working climate in which, for example, open-mindedness and scepticism and

the expression of dissatisfaction with official policies can flourish in

reasonable security, is edsential. Fourth, and perhaps most important in

the context of the present discussion, that adequate support for the working



groups must be provided. Here Rudd stresses the 'ctueitte tote' of the

regional study group in supporting the local 'development work, particularly

in view of the relative inexperience of the centre leaders, all of whom were

new to newly created posts. This group of fifteen teachers' centre leaders

was, it is important to note, coordinated by Rudd in his capacity as

director, but from the University of Manchester School of Education. Members

of the development paAels for each subject area were, nonetheless, reluctant

to accept external advice and help:

'Pethap4 the moat .lasting pubtem with which the North Weat Pkoject

has 4tauggted :4,4 ;hat oS maki:Ag avaaabte to development pane&

the knowledge, Loadom and 4kitt which 4peciati4t educationi4.t4 ake

anxiou4 to place at panels' dizpo4at. At an eakty stage in it4

ti6e .the project drew up and el./mutated exten6tve t.i4t4 oS <such

potoon4 and imstittaion4, teaving to panels them4etve4 the 2nit-

iaave Son seeking <such 4uppokt. It moat be tepotted that these

zekvice4 have only very Aatety been catted Sox.'

Rud4 regards the use of outside consultants as a sign of professional con-

fidence and maturity and reports that later on the panels did_b gin to seek

help from outsiders on an informal basis. Finally, Rudd points tO)the need

for centres to have competent professional leaders if local curriculum

development work is to succeed, and the consequent need for training prog-

rammes lor centre leaders. Rudd concludes that the best way of providing

these training programmes is through the cooperative work of university and

L.E.A. personnel.
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Two recent projects are particularly interesting in relation to INSET

and local curriculum development. The first is the Geography 14-18 Project

which was funded by the Schools Council from 1969-1975 to initiate a prog-

ramme of curriculum development for more able pupils in the 14-18 age range.

A key feature of this particular project was its grounding in a theory of

curriculum re-interpretation which led to less emphasis on materials

production of the usual kind but more emphasis on the production of exemplar

materials which the teacher was intended to adapt and develop in relation to

his own particular situation. This situation was explicitly identified as a

curriculum social system and the project's strategy was to enable teachers

to become aware of the constraints and opportunities inherent in such systems

in order that they may sustain the curriculum renewal process both themselves

and in cooperation with colleagues and consultants from their curriculum

social system. The Project Team also developed a comprehensive and system-

atic training and dissemination strategy based upon over a dozen consortia

in various parts of the country. A consortium consisted of all the geog-

raphy teachers from the cooperating schools - up to nine schools in one

consortium. These teachers met frequently and regularly to develop their

geography curricula, to devise appropriate examinSN.on procedures in con-

sultation with the examination boards and generally to plan and sustain

the changes in relation to their own departments and schools. The consortia

were led by specifically appointed and paid coordinators, all of whom

received special training in change agent techniques.

The second project is based on the Avon Resources for Learning Develop-

ment Unit. This Unit was set up in 1974 by the County of Avon local educ-

ation authority in association with the Department of Education and Science

and with the University of Bristol providing the evaluation. Its purpose

is to promote and support the development of independent or resource-based

learning materials and strategies for secondary schools. The team consists

of a Director, Philip Waterhouse, his deputy, five subject editors and a

graphic deeigner: the subjects covered are English, French, Mathematics,

science and social studies. At present the team is working with over 60

schools.
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Each subject editor works with an editorial board as follows:-

'A Aubject conlienence oti interested teachem clani4es Maui

aims and etects an editotiat board.

The edit...mica board deteiuniAe6 a 6nainewank o6 ideas within

which tesourtees are to be produced, netying on the guidance

06 the conlienclite6 and on in6oAmatim pnovided by a survey

06 gut year wank -in 4choot4.

The Butt time editors impeement6 the policies 06 the board,

mating unit6 fain.6016 and haying ieacheit.6 who wish to make
contnibut4n6 dtheA as individuate) on as members o6 conking

gtoups.'

A key policy of the Unit is to encourage teacher control:-

140 that teachem can determine the pAinciptes govaning the

selection and organisation 06 the nosouAces, in addition to

gaying an active note, i6 they wish, in the creation ob the

Ak4OUXCe units.'

The team is explicitly committed to an INSET policy with four main

features:-

a. Conferences. Occasional conferences are held on a subject basis

to introduce local teachers to the project and its latest materials. For

instance, in March, 1976, sixty mathematics teachers attended a one-day

ronforanna, port of whirh was held in a school so that the participants

could observe the materials being used by children.

b. The Editorial Board. This acts as an INSET expel.ienc.for its

members (including the editor).

c. The Writing Teams. The membership of these teams can be as high

as fifty teachers. They receive written guidance, critical cment and

technical support from the project team.

d. Teachers in their Classrooms. Project-team members visit those

teachers.who are carrying out developmental testing of materials and methods

and give advice on their use.

Several fundamental questions, INSET and local curriculdm develop-

ment are raised by these two project°. The first concerns the extent to

which the projects are engaged in Ourricuiumdevelopment: the national
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'6ography project was in fact engaged in a radical curriculum revision but

this is much less true of the local Resources project. Somewhat paradoxically,

the national project was committed to a theory-based policy of promoting

curriculum development at the local and school levels and set out to identify

and equip teachers with the necessary skills; the local project, on the other

hand, is committed to a pragmatic policy of stimulating and supporting teacher-

initiated materials and strategies and regards curriculum development of a

more fundamental kind as the business of national projects. This in turn

raises the issue: what is meant by curriculum development? Just how fund-

amental and extensive a change has to be proposed for it to count? Finally,

the relative INSET merits of conventional and exemplar materials have to be

considered. How feasible is it to train teachers in general curriculum

development skills on the one hand, as the Geography project tried to do

with its exemplar materials and, on the other hand, as the Resources project

is doing through its writing teams?

7. A National Policy?

A recent School Council, 1974, report recommended that project leaders

and teams should receive information and support to improve their dissem-

ination strategies; that the Council's overall information and dissemination

network should be strengthened and extended by increasing the number of

regional field officers, by encouraging the appointment of liaison officers

in colleges, universities and L.E.A.s and by exploring the viability of

Area Information Centres to parallel the Council's central Project Information

Centre. These Area Information Centres could be located in colleges and

departments of education or larger teachers' centres. They would also be

encouraged to support in-service training activities, which in themselves

would in future be more carefully designed, to ensure that the projects'

ideas were understood. The Report also recommends that colleges of education

or 'some other institution of higher education' could take on substantial

local responsibility for the after-care of particular projects When the

project tea4disbaad. Case Study 2 refers to the establishment of one such

centre at Berkshire College.

These dissemination and after-care procedures have important implic-

ations for INSET. Colleges, in particular, are exploring ways in

teacher involvement in dissemination activities can be incorporatee-into
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an award bearing INSET structure. Nevertheless, project dissemination INSET

is not the same as curriculum development based INSET but it is not always

clear what the distinctive character of each actually is.

The Schools Council's commitment to the support of local curriculum

development is forcefully expressed in an unpublished policy statement by

Programme Committee in February, 1975. In this statement a commendable

attempt was made to define what precisely is meant by curriculum development

which is specifically local but many of the examples chosen relate to the

development or adaptation of national project materials. A major criterion

for the selection of local activities to be supported is that they ' can

be shown to have value for a wider audience'. But it nowhere comes to grips

with the dilemma* and issues associated with such local projects which were

discussed above. Moreover, it may be thought sigaificant that the 1973-74

Schools Council Report stated that £635,000 was to be spent that year on

natio...el projects but gave no figure for local projects (05,000 would

probably be an over-eetimete).

The relatively small amount now being spent on the strengthening of

local curriculum development activities in teAficheyst centres and elsewhere

is particularly disquieting. As we have seen, experience both at teachers'

centres and from two curriculum development projects indicatesLthat the

task is an extremely difficult and complex one.. Moreover, the adoption of

a local curriculum development approach, even within the overall context

of a pluralist or mixed strategy lilacs Lucinda* central projects, hags

enormous implications for INSET. As yet, these implications have hardly

begun to be identified let alone explored in terms of INSET programmes.

'87

$

/



CASE-STUDY 5: SCHOOL FOCUSED INSET

1. Introduction

School-focused or school-based INSET does not make an easy subject

for a case-study. By its very nature it is diffuse and difficult to document.

It has been a grasa-roots development and, as such, it is very much a creature

of the caagmati4 English tradition. HoweVer, although its growth has been

somewhat Topsy-like, it is possible to identify certain features and activities

which have stimulated and facilitatria it and certain theoretical perspectives

which have deepened our understanding of its effectiveness and potential.

Much of the stimulus towards school-focused INSET has arisen from various

forms of curriculum development within schools. A recent Schools Council, 1975,

report put it thus:

"... we want to highlight what we zee as being the key tonceptz .1n our Aeporit.
.Among the mort.impottant these id the :idea o6 t.hezchoot as a centre o
CUMiCaml development. We believe the imp/moment of the Secondary-zchoot
cumicuton mat react upon an acknow4edgement off the centAat Aote,otthe
teacher. All worth -white ptopozatz 6okicultAicutum change are put to the teat
£n Ge4244400m6 and onty come to Nation i°6 .the ptactial.ng teacher has the
kezotatez, zupporit, training and zetti-congdence to .imptement them. Teachers
axe in a unique porttion to know and understand the needz ()IS puptez and Otom

then should come the prUncipat puzzunt ion incuazingty etiketive programmes
o6 teaching and teaAming. Beeauze we zee the development the CUAltiattUM
and thzzetii-development o6 the teacher as being inzepanabte, we catt 6ox
Vie0ADU4 pAogrianmez in-zetvice education and zchoot-b..zed cuAAicutum
development, both o6 which are ezzentiat 4 the teachenz are to pettiolun theft
tote to the 6utl."

In general, British teachers have enough freedom to be able to engage

in curriculum development within their own schools. Of couree, even within

such minimum constraints teachers can realistically expect to develop only

parts of their curriculum. Frequently the part they can concentrate on has

to do with pedagogy, materials development and arrangements for grouping pupils

and subjects. They rarely have the resources to carry out fundamental

curriculum development; as in other countries, this task is left to national

and regional project teams. This incremental approach to curriculum development

at the 'grass-roots' has certainly led to some significant innovations and

to an awareness of the importance of in-service training. For example, Cie

widespread adeption of mixed ability teaching groups for younger eomprebensive

school pupils created a need for in-service training which was at at both

lodal centres and within individual schools (Kelly), .

This we-study looks in some detail at aeVeral Intl` approaches linked

with 4uTriculum drfacipmeo. It goes on to consider organitoiional chanps

hive- stimulated tOSKT and at th4 role of soot external support agencies.
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2. Resource Centres

*..

The development of school-based resource centres, particularly in

comprehensive schools, is probably the result of several other deVelopments

in British education: first, the growing teacher commitment to alternative.

teaching methods including independent learning; second, the Adoption of

mixed-ability teachiag groups, third, the rapid increase in the sheer

volume of curriculum development project materials on offer to schools;

fourth, the breakdown in subject boundaries and the move towards integration.

One of the pioneers in this field was Codsall Comprehensiv School.'

which devised its resources centre because national wrriculmn projects...

te6t the teachet mote Puistutted in that he Wad unabte to continue

and devetop the wonh in his own school, .through tack o6 matmiats and

6acitities to be cneative, and the oppattunities to use his neat pt4essionat

shittS. Morteoven, paojects were ,lathed in theix range o6 mateniats and tLmz

bon development_. The question ums, and skiff is: Who takes oven? No atea

tesounce centne capabte o6' meeting this kind o6 need is yet avaitpte. We

had no option but to 'go it atone'.

We needed a strong supportive senvice to enabtt ttachens and pupitS .to

6unction at Ott capacity. Teaching matentats, equipment, ancittanies, and

advice were necessany. Stabi time had to be made avaitabte to pnovide an e66Zaent

senvice .that would enabte teanning mateAiats not only to be bisought on made

in schoot, but, mote importtwit, to be etiiectZvety stoked and tetnievabte by

chitdnen and sta66, whatevet theix Levet o6 invotvement. Such duetopment and

growth in a school inevitabty meant that much te-thinking and to -tAdining

had .to be accomplished. Sta66 in some cases were being asked to neconsidex

completely thein own skills, consider both mateitiats and techniques being used

by thei& cotteagues, and otiten nefect ideas that they had accepted On a tong

time. Moneoven, new teacheas to the schoot liaced not only the noamat paobtems

o6 theik icidta appoiatunt but concepts in teauing that had pubabty Aaxety

6iguited in than tAaining. Lt -1.4 in this atmosphexe otc a amptete teapoaisat

oi out teaching methods and ptopoet use o6 out expcntlse that we cheated and

defttoped the Cod4att Resouaces Cent/Le as a gene atime suppontale and on-going

agency within the context oti a comprehensive schoat.flitiotdm and Newton, t973)

Like most such centres, Codsall's was not purpose built; it was improvised

by adapting existing rooms and resources. Initially it consisted of the

library, a reprographic centre, an audio-visual aids centre and a teachintl

taterials development workshop. Later on study cards and ether flexible

.earning facilities were added and ancilliary staff were appointed.
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veltey'featUre of the scheme in the context of this casestudy

is the way the resource' centre stimulated INSET.

/at esseitiat theiteOce.to give. sta66"a4 much opportunity as possa zt
-th be actively invatved, enabLing them .to think, pan and create than

teanning 6Ltiation.s. We have. given sta66 the
oppoittunity .to work in the ce/tnte, uT64010/te-systentsestibtishing the
capabitities d6 the rtepttogltapit4 equipment, teeming how to use audro:Oizurtt
handawte and the st&Jage and,neftieVa-e 40tema. Such in-seit.vi.e tuaining can
only be done.in the Aschoof, and thexe6one each week two Membeits o6 sta66 axe
keteascd 6/com thii/t. teaching ,daties to 6o.&ow a week's. course in the centice.
'Time is atzo Pnovided gon .discussion o6 the;imptortis 06 the worth 06 .the
Cen.t'4, pkoduction 06 mateiciats and opponzattti.e6 ,to took at the. wank. o6
otiteA deve,eopnents in the ichoot. Whexe sta66 have pantizutan ideas to develop,
say,to produce tapelsyde sequences,, speciat 6aca4ties and matexiats axe
pnovided. Young teaChe/ts lueice mixed with. more e,xpeitienced sta66, and subject

disc,iptines were punposety pa/AM to Zook into possible commop pubtema on
axea..s; 06' concern. Each team the nature o6 cowtses changes, parley through
gxpe/cience 06 what has been 4acce.446u.e, an iitnetevant, on. through sta66
neConnendatanz.

Most, 06 thesta66 have bound the cotvgis .to be 06 i_mmenze vatue and they
axe now to be continued, varying in 6onm and e.ortent to .suit the genenat and
speci6ic needs 06 departments and individuat members 06 sta66. We too 6nont

the, Resources Centre side, have gained much vaZtutbZe advice 6nom ata.66 through
their constituctive otiticism and analysis 06 our work. This two-day pitocess
rs essen,dat in any healthy adviaoity service. This teitm we wilt have ova
30 membens 06 sta66 in out own in-savice couitses. By Easteit 06 1973 ate
sta:66 mitt have had the oppontkutity to spend between 2j days and, 5 days.
the Cent'te. Most membens 06 sta66 tali/ have mite than one counse. Such

O.-tease. 6vn in-zeitvice ttaining and Mate/11a. pupa/ration is essential i6
.innovation is to neatty happen sch.00tik.

.....The past two years have .seen wete oven two thinds 06 the sta.66 actively
itivatved in. the exeation 96 than own teanni.ng keisowEce.s. Such an ibtvotveittent

has 4/mated an enthusiaAtie atmosphere with much intendiAciptinany and i.nten-
depantinenta4 tabetth,SiOn CO teaching tecaiques and teaming ak,1224. The a-
+e/tvie:e ticaining'luzs 6acitUated innovati.on; and in teimus o6 technieze
.expe/46e, gtaphic design and use 06 new Lea/ming techniqUea, one. 'can
ateady Ace obvious, development .and imptcovements. Macoueitt them had been a

innhnnie'ht #4a eptkintst 06 #nnAbing A.001.0A ttA0d. Tt 4s antingstimudity



geneta4ng much thought among the 4tai and developing a very healthy

attitude &wax& educational thinking and eanAieutum development."

- Very few schools have explored the INSET opportunities of resource

centres as thoroughly as this. Indeed, although there is no direct evidence,

it aeems likely that only a minority of schools have established resource

centres. According to one recent study, the successful ones have grown

organically from within the schools (Barwick, 1975). The same study points

to the need to review the development of resource centres in primary schools,

about which there is even less evidence.

3. Teacher Controlled Examinations

In the mid-1960's a new examination the Certificate of Secondary

Education was introduced into England and Wales. The top

grade C.S.E. was intended to be comparable with a grade 6 pass in the

General Certificate of Education (G.C.E.) examination. At present C.S.E.

candidates number less than half those for G.C.E. but the C.S.E.'s

significance hes in the high degree of teacher control which it allows.

This is especially true of the Mode 3 system of examining.

The principal defining characteristic of a Mode 3 examination is

that the candidates' own teachers are responsible for assessing the work

done, subject to certain external moderating procedures. In practice

schools that opt for Mode 3 examinations also tend to devise their own

syllabuses and to lay stress on course work. According ro one observer:

"... .to oblige teacheA4 to wolih out bon themseeve6 in pu6e&sionme poups

what 4hould be taught to what 4tandakd and with what appkoptiate 6o4m4 o6

azazezment - thL6 140.6 a bold depaAtute. The watt in large meas oti the

countty has been a 4tOW but vem potent bite-Mame Aemais4ance among

mpiddee,vanked and 4enion teacheu 06 the avenage pupLe." (Pearce, 1972, p.119)

It is important to keep a sense of perspective: only 10Z of

all C.S.E. subject entries are for Modes 2 and 3 - the innovative examining

modes. Nevertheless, the fact that such teachers do participate in

defining their own examinations and syllabuses is an important INSET experience.

Some national curriculum projects have recognised this and have

reacted accordingly. Por example, the Geography 14 - 18 project adopted a

strategy of encouraging participating schools to devise their own exandnations

in consultation with one G.C.E. Board. This gave the teachers and schools

a powerful incentive to institutionalise the curriculum innovation and,

in consequence, also encouraged continuing INSET for the teachers involved.
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4. Stn Plan Schools and Team Teaching

Although they have developed independently as innovative practices,

both open plan situations or schools and team teaching often occur together

in the U.K. Their implications for school-focussed INSET may, therefore,

conveniently be considered together. A report (Taylor, 1974) on a study

of team teaching in eighteen secondary schools describes:-

'... many inaance4 where .the inctuaion oti younger membem yietded

.po4itive benetyit4; a cteanen necognition on the pant oi 4enion

4ta44 oIS di46icuttie4 con6nonting than younger cotteague4;

appAeciation oti the new idea4 and 4keshne.44 o4 vi42on o4 ouch

teacheu; and growth ob 4e4-con&idence in ptobationen4 and

othem with onty one on two yeaft4' teaching experience. Mem-

bera .24 team 40 mixed appear/Ad on to have been able to

accept con4tAnctive etitici4m on an impenzonat Level, 4ecune

in .the knoweedge o4 their own value to the team and 4ympa-

theticatty appi(teeLative o4 the cont. bution o6 others .'

The report goes on to instance several advantages of team teaching which

were not available in traditional approaches:-

'Sevetat team memoe.A4 a44etted that a4 a dbtect Ae4utt ob

.involvement in the zhaked-nespon&ibitity entekptize, they had

come to recognize mote eteady the di44icuttie4 o4 the &Aga

iatte6 o6 4e.hoot ohga,azation; and otmeAvehs hepoated on teams

whose memom took exceptiOnat pAide in .their woAk may weft

have stemmed itLOM a. gowing abal.ty .to see the team's work in

netotion .to the Langer ti4e o4 the whole 4choot community and

inom thtik incAwed commitment to this..

Another vatued outcome o6 et/teatime milk wits eatabtiahment

o6 a common pool 06 .ideas. Many o6 the were obietted apon-

taneowsty by members and many mote were due to the spanking o44

o4 ideal> in team di4cu44ion4. Some 4choot4 even etaimed that

the intenactLon,o6 ideas developed it team diacuaaiona whene

membeh6 had di66vtent apeciaUat ate/teat!, waded a breadth

and depth ot5 &sight not neadLey derived 6hom depahtmentat

meetima 04 likOm other 4choot. committee4 eoneekned with matte to

o eurateuum, methods Oh 4soulmea. Teaehem woxhiki atone

eoutd not ama.44 ouch a pot oi .ideas.

92, Other advantage4 akifeeted team membeA4 a4 ind2viduo24.

'.zany teaehem etaimed that:the 4tandakd o4 *it own ttadang

Iiillilifliiillikillilluroimiolliii1111111101111111111111111101111411101110".
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was nai.sed as a tteautt o6 omhing ceohety with otheutliThe4e

attnibuted thi4 advance pan tey .to a wi6h to achieve parity o6

contribution ('One 6e.et4 on one'4 mettee'), and, pattey 4,4 a

4enze o6 keoponaibitity to the team I' One. cannot Let one'4

cotteague6 down' ). '

In the same report, data on team teaching in ten primary schools,

five of which were open plan, are discussed. The teachers considered that

the advantages of team teaching definitely outweighed the disadvantageS.

Specifically, 62% valued the 'mutual support' and 'end of classroom isol-

ation' and 43% valued the 'interaction of teachers' ideas and skills on

one another' (p. 127).

The conclusion which we may reasonably draw from these studies is one

which is in accord with informed professional opinion in the,U.K.: that

team teaching and open plan schools can act as very effective facilitators

of staff development within schools.

5. Internal Pianningprocedures

Most of these internal INSET arrangements were and are ad hoc

but some schools have established more permanolt machinery. The account

which follows is an outline by Tony Jornson, Head of the Middle School,

of the curriculum development and INSET procedures at the Castle School

near Bristol, England.

"The patity at .the 4choot that Cukkicutam change .shah be a

continuing, ongoing pkoce44 not 4udden and majors occaaionaikematution4.

The omphaziA on development not change. Cetain 4tkategie4 are being

developed tb iacteitate thi4 pkoce44.

I.' Sta66 Con6ekence4

2. Worthing Parity System

3. Facutty,Sotem

4. The Renounce Centke

1. la .Co atimmtate ui educate ALL 4sta64 and.latta /matey an innSeitvice

.training comae. lf:ia 6ett .to be ban-4ui.,zkiak to tending One 4eacheic on

a ahatt eoaue etaed'ene. Tta ieatmea in es

a. Lead 4eohiOnb 6nom Ota 4.4:de 4 eakeia

11- Much oPPott-tunibi 601tAIYAILYSI

c. It 44 1Ctoaed' and 'Sehss:Slia.4% calW,ted 4b the:

need4 o6 tke, Cab & shot: I 93



2. The put con6eitence entitled 'Going Comp:Ahemsive' ne6uLted
the establishment o6 Sta66 working panty groups to took at .the vaniou.6
mspeetz o6 4ehoot tine - and to maintain the momentum o6 the con6eneAce.

One o6 these the Cunniculum Development working panty, which makes

vi.s.it.6 to °then Aschoota, hotd.6 inequent dacuazion6, and genenatty
does its' hanewonk' on averts 06 the 4scitoot cumicutum, negutanty
making recommends tiond bon cunnicutum innovation. It.4 6eaturms inetudep-

a. Meaning602 nvotvement o6 6-ta66 Cumicoeum Development,

pantizipati"..c.'; in decizion making.
b. Cont wing anat.y6i4 06 even changing needs
e. Nicety votuntany membership which 46 not neanieted .to

high .status Sta66; probationers and new ata66 cute
encouraged to participate.

d. U6e6tit teacher - education o6 those who are involved in
.its detibenation6

3. A6 a ne.6Lat o6 a wanking panty necommendation Subjee,t6 have been

grouped togethen in FacuLty areas which pnovide 6on w-operative teams
oi 6 .ta66 wonking together. The school has adopted a ilacutty timetable
coheAeby whole yea& gnoup6 are ptognanned together 6cn each 6acat.y.

Team teaching apptoacher), subject .integration, binge group sessions, and
co-operative pupa/lotion o6 leanning rnaten.iat6 ia lictatitected by the.
6aculty system, and 6acuLty meetings one timetabled. Faculty based in-
zenvice twining ,eounze6 aim planned.

Mixed Ability Groups one used Slum Yea l to Sloan 5 most subjects -
the, empha,si..6 thicoughaut Ls to develop inctividuat teanning appluache.s,
v.fiekeby attearning uncle/Led unnece6.6any. Thene are no ROSLA groups on

'remedial classes - th.s ab.6ence. 06 such 'an-,::.t-.6ehool' delinquent gimps
has produced a temanka.bty quiet school atmosphere. Remediat help iz
catened son. by the. Extra Teaching Centne thnough a pnognamme o6 ey':naction.

Integrated eountsea ane being encouraged in order to pnovide Son
overt.- tapping bounclattie4 o6 knowledge, but also .inenea.se .teachers -pupil
contact tone. and ',study indepth' .

4. The Cunn.ictawn Work rig Panty recommended .the devetopment o6 a

,Re4aunce Centre and has continued to Gunther its growth to gay a. peva
ong* Ging cm/Licata development and ongoing stars development. P.2.6ounee

wolf froortiv, appkoar hot, ofED melt bzata .0 both nixed abititii and
44teglotted eouraei.°.

9 4
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6. Staff Conferences

The use of staff conferences at The Castle School illustrates a

growing trend in the U.K. In the County of Avon, for example, the local

education authority encourages
the schools to clone for two days each year

for s011e form of oaf conference or alternative INSET activity. The

neighbouring county of Wiltshire allows three days annually for this purpose.

At The Castle School, these conferences have lasted for one to two days

and have usually taken the form of guest speaker lectures and small discussion

groups. As was pointed out above, the first conference arose because the

school was going comprehensive and some staff felt the need to prepare for

the change in this way. Subsequent conferences were planned by the working

parties. The table below provides striking evidence of the :relative attract-

iveness of a cmference which is based at the school and is exclusively for

school staff. Over 90% of the staff attended two sucn conferences but their

attendance dropped
dramatically when the venue was changed and the conference

was opened to staff from other schools.

Staff Conferences; Summary.

Conference Topic Location Participant.

I Attendance
of Castle

.School Staff

1

Going
Comprehensive

Castle School
Castle School
Staff only

96%

2
Mixed Ability

Teaching
Castle School

Open to other
school staff

60%

3 ,

Mixed Ability
Teaching

Another school
Open to other
school staff

20%

Current Trends

in Education
Castle School

Castle School
Staff only

922
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7.\ Teacher Participation Procedures

The Castle School also exemplifies a growing awareness of the need
to establish consultative and participation procedures at the school level.
The head, Mr. C. J. Martin, has established

systematic and welltried
consultative machinery in the working parties mentioned above. Over a
three year period the number and titles of the working parties varied
as follows:

Year 1 1. Middle School Curriculum

2. Lower School Curriculum

3. Organisation and Communications
4. Social and Pastoral Care

5. Links with primary schools and community

Year 2 1. Organisation and Curriculum
2. Social and Pastoral Care

3. Links with primary schools and community

Year 3 1. Organisation and Communication

2. Curriculum

3. Social and Pastoral Care

4. Links with primary schools and community

Participation takes various forms and relates to arious school
decision . -eas (see Bolam and Pratt '1976), in every case it is the head
who dec.zes how much participation is permitted to staff. Most heads, for
example, are reluctant to relinquish control over,resource allocation
(cf. Briault, 1974) though some do so. For ow: present purposes we may
simply note that the act of participating in decision making is in itself
a powerful schoolbased INSET experience.
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:The Professional Tutor Role

The idea cf a school-based professional tutor came to national

prominence with the James Report's ,recommendation that

"Eveny .schorf thoued have en i.t.4 4.t.44 a ipno4e4.sionat Won' to
.c..o-imtLikate zecand and third cote wont aSeeting the .schoot and to be

the V.A. between the .sch.oat and °theft agene.ies engaged in that conk.

Ae t*. the pnotiOsionat. Luton were the head on deputy head, as might

.,be-the clue in avzmatt .5c.hoo. on a., des.i.gnatedmemben.%6 the sta66 in a

tonge/t.zehoot, <i t woad be impalaant -ion 'ate teac,henc, designated as pnoiessionat

.to be among the pat to 'be admacd to thind cycle counsel, zo
thatthey coad be titaiited ion thiiit. new tutu?. Among the nesponsibtelties

ati a i>r.es.o..ionat tam woad be that ot mpiting and maintaining a

titaining pougnarrine- 4oa the StailicE the school, which woutd take account

both o the Cutr?aP...u.t.ztn needs o6 .the <whoa and oil the pnollessionat needs

o the tachents."
The response to-this recommendation has varied considerably between

L.)E,A.e ,and -between schools. In ,the two funded induction piloeschtmes in

LiVerpool-fund Northumberland, the teacher tutor role was deliberately

restricted to the induction of beginning teachers. This was true of most

of the unfunded schemes too, but not in all of them,. In the Leeds scheme,
es

fOr-iAustance, the eight schools have each designated a teacher tutor to

co-ordinate all three aspects of school-based training, i.e. student.f
'teaching practice, probationer induction and INSET for experienced staff.

Other schools have. not appointed a professional tutor as such

but have taken up the James Committee's suggestion and re-defined the role

of one of the Deputy Head teachers. At Ashmead Comprehensive School in

Reading the headmaster,'Peter Judge, dew up the following job specification

for his 'Training Deputy ileadlk inllay'1973:-

"Tki.6 is an entiitety new post the schoot, and possibty, in the

.coun.tit.y. :Mae teat be ex.ticeineey wide,scopftion expeiainent and 'development.

The job negitines the ability to analyse the .stnengtha and weAlmesSes oi

4446 aid. pfuwide .SUppOltt -and:Vain-1.m so .that eaCk meMbetf.Oks:staitcfrclin-

,0211.14 /144.patentiat tfut.ty and 6eet. happy and content itttitin tke Aeli4ot.

:Oda Lied
r. 1, the-Ongani4ing as ,teaching .pitactige 6oti 4tade4 -tettejeit4-4:Ad

tit 404m up ati any necestwuj coUncetting
2. 'Me bonging o6 WU, 1401z4. 4Ittit Be1rk4h. e. ,004

and the univem4ty oi Rgacti4 oCtiOdei0,

4Pdent4 Aatiread'atici .90144- 14i, 4'46sti'



3. The supemilsion o pubationaky teachers du/dig tie&
yea/, including the ietting up 0-6 induction eau/uses and the
btieting and ticaining o6 seniot expeitienc.ed teachela

tape/Luisa/a to new sta66.

4. The a/Lunging o6 eowaes On. existing Ashmead sta66. Those

wilt need to be. o6 a wide iratiety 06 subject matteA, agroto.4chPid
&rattan. Soma may be /Evidential and it is expected both the

'4e.hoot.'s own cottage and the beat auholiity's centice coutd be
used 6o/r. this plapose.

5. The counselling 06 at 4t.466 with plobtems (e.g. housing,
,ite.atth, disciptine, etc.) and the setting up wheite apptoptiate
o0.4uppont oups.

6. The. ataang.ing (36 aft intemiews 6o'. new appuintnents, in'
consultation with the Head and heads o6 depairtment wheite

apptoptiate.
7: The induCtion o aLt new air/rivals .(e.g. advice on houiing,

timetable details,
8. The intiroduction o6 negutat job appnaisat 4e6sion4 and the

titaining o6 seniwt.,sta66 in .then. use.
9. The/Lego-tax appraiscr,.t o .byteit.-.6ta66 communida.tion and

zuggeAstiona ion. improvement (i.e. supenvision 06 4ta66 be/Lain,
case consuftation with Sta66 Room Committee, etc.).

10. LJflJAon alith the Cwoicutum Development CentAe.

8sta/cements .
,

.. ivI. The pennon appointed Kate need to have had a wide and ,vitrcied ,.. ,,.,.:'-,!,
,;._...,

eveitience 06 the educati.onat. toon.t.d. Experaence in industry olL, comm40.e,

panticutaxty in peAsonnet, wowed be an added advantage. Candidates' ihoutd

have held a management position previousty and Wit need ta,PILadaCe...:'.jsi,,,:'-, ,
; ,,,..,,

evidence o6 4uccess6at man-managefnent. Expertime in aVc411:8'40;::c,..4!

o &mining within an inititu.tion would be a de6iitab4e qua , t,t4: ', V, 1:4i,' ''
,

woad attendance on a managemenicowc.se. A 6.texi.b,4410$1A4' . ,', t4c4ptaset ot-.;
the values '06 a vaxi.eta o6 methods and approaches woad, be cie:44444,t.' ,4"

A. pooibte that pteviows docouseeting expettience ntit,hep the:444046444

aPPVt4afrit."
One year latert.theman appointed - John Bull - *UO*4,

.

activities as follow

"The wt s o6 4c/tout-based teachen ,devetiiptient

,gene/tate.q.a4 two6old: 'hetp the schoot become.rilif
compoLeht.naiue and -educational, (acCepting that there

. .

t140'-gt iXile,QMPa.tate),, aeW o 0441.14 ht t466 aqLQ
1:4



,

,esbzet4em to ga.o. pleasure and ..satiiiaCtion 'dam

rothieuAmeitti Was i

p/ep,,v4int inioninatioi,on tome, negionat and national na:nine

(this .inecudes sponsoning Secondment, &dialing attention to

404theiliningic.oUnse.4 and ,Conifine:nus which seem relevant to individuals.

on seiroposing, new counsea ,to Ienkshini. 'Oottege and to the.

AneaTnaining OnWsation on which ishmead nePnesented. ) have

Rio ,See.4dments approved ion. 194/5, and oven the yen, Ashmead teadhen

have attended every type. o6 twining comae locally and at regional

and national levets.:'
the Reading Cunnicobon VeueLopnen.t Centre. at

CavtAihom, and is nightiutey tc1 centre -ion ter:01.60i, depending .upon teachen-'

initiatives ion tits success. it is used by two Ashmead`gnouPs -Maths.

i
I.and Humanities) and in the absence oti a permanent Warden being :Oohed

ageA by the Aohmead Deputy Head (Tnaining). We ate happy to sUppont's.the

cut the CeniAe.
Benheitine, Cottege. We use the College in many ways.. WRY taste its

Students on T.P. and some oiS us help with pnoie,cts .4*. i

College. 'Henze a6 out Staii have been taking an extenna/ 8. Ed. mite- this

wan. Ike. new schaot o6 1n-Senviee ruining and Rese.aneh at i3enkshinc,

suppont to one o6 Ashmead's eturnieutunt ilevetoment pkojects, and

the Educational Technotogy Oepanlrent is lamely at oUn disposat. The

LiMany Mn also be used.'
Avuutging visits to Oher sehoots, colleges, etc., .where relevant

ideas and methods axe being used, on. accommodating viaitou to lee, what

_ we are -.doing.'
ttaii teimence Mut* We one collecting a naive e6 puiessionat

'books and papas, £netuding Schools Council and otheh. Ae,40;ce.k,e.

SUppont. We one developing a, tmation Lot 4.104 up- .00.44449.

,and weLOce comma ion Stitt% and mediating on Vain behatt OrStice:

L.,.g.Ai,-aAd other. Mitvieee. We see caiinOithig,.44 ..Opont. ricinc4Lon'

.
4ktiivating iniontnation mound the staa'On -

De.pantmentt and S!ealt. Gitoup4.

4006
:--4taii to ident4y and is than Own eifnei,

,4:0014ikat, Ashisead elseAtite. We. Lees that,,atthotigkie.hu"

C °rf4#0.t'invettnent,, the sehoat had a day to heti stag, toy'

.the -pd4t tk'tee 14miornit,4



,

sad .o aequ;ine attitt4 and deyelop.apporki.at-e.4.
46erting apptoptu:Ate. to:axing ,contacts' outaide the 4choot

on an .inioNtsat ba4.i4. Out connecti.on6 with' the catt4e6 614 Otizeit agekcie6
Wen make .it-po44ibte 6ort, u4 Lo pinpoint people who, can help with
Apeaitcit timining 'nee& and aft/Lang-Eng inttoductto'41.6 and ialloio-up zuppat.-
Thi6 co-outinating iunc.tion has been: coed qu-ite extekiivety tke paat
year, and igovidit, an ez.sentaxie. Zink 'be,tAieen 4d100Z-based tetainine and
4k,itted.peopte oattade."

The pros and cons of in-service training committees intall but the

smallest schools are currently being considered irf'the U.K. In this

context it is interesting to note that John Bull has now dropped his

original plan of working through an in-service traifiing'committee because'
.

he found'it a cluMay and unnecessary procedure. He favours involving

colleagues with relevant interesteor skills as andwhen the need arises. -,Thus

he invited a colleague with counselling skills to chair' the probationary
)

teacher discussion sessions.

This could lead to an arrangement which is also beifig considered

nationally, i.e. that some schools should have small' itiriraiiiiici-PleTt".Taiine

with a deputy head as teamileader and responsibility for experienced staff

INSET, a younger colleague to co-ordinate induction and a third to look

after school practice and student teachers. Such teams 'may well.be viable

in large secondary schools though not in primary school's.

9. External Sue:L)31....fosSehoolejlesec INSET 1

The work of external support agencies in school-focused INSET ii

also difficult to describe because it, too goes largelyunrecorded and
unstudied. The role of local education authorities and their advisory'

staff is clearly of great importance but we have no systematic:Or detailed
-account of their work (vide Bolam, Smith and Canter, forthcoming):,

interesting use of the L.E.A. INSET days, referredto above,,to inform
school staffs about external Support services is the AvopANSET Program* r
outlined overleaf. In his foreword to the descriPtivebrOchure fOrteechers,
the Chief Education Officer for Avon, Derrick Williams-writesi.e.

NTh4.4-tn-4enttf:ce exeiteize biLea/z4 new 91tound,in-Av9ni
At N.U,T. 4 avtatteatio, a major P44411.0E6''exhifituctm.044i,4,*eA. 414=-44
been titatelted by the...Eck:144m Service totov.444:40, conygoitp;:ttiticis4e4v4444. v#1,44.tc,
to*-{16.41tccui be combined atiVt

-40,-4:tsk istlepindent.ty u* eh sia4ttcat.a4. cotrikinaOri :act.:0*e06,.woutd_.be..pi;



AVON EDUCATION SERVICE

IN-SERVICE PROGRAMME-- 42 5,6 MAY 1976

9 30 amt - 12 301 pm

2 00 pm% - 5 00 pm

)(sabers of staff are asked toindicate'Which of tie services or projects they wish

to visit during the morning and afternoon of the In-Service day.

The Brochure gives location and details of each service or project (times of talks,

film shows etc). It is, envisaged that half the day will be spent at the Publishers

Elialbition and helft two or more projects of interest.

Please complete the form and return it to your HEAD TEACHER as soon as possible.

AMMININO.1=1111MOINIMINd Please tick

P
Code
No

Location Project
,

aM
9 30
12 0

pa
2 00-

1

.

2

3

4

6

8

9

10

Hannah More Teachers' Centre
New Kingsley Road

n

a

a

a

a

tt

a

n

"

Central Health Clinic
Tower Hill

IT

Holiday Inn, Old Market

Hardware (Bristol) Ltd
Old Bread Street .

Resources for Learning
Devlopnant Unit

Redcrose Street
11

Bristol Polytechnic
Clamp Road, Bower Ashton

. "

Bristol Remedial Reading
Centre, 8 Clifton Hill

City Museum, Queens Road

RI:Resources Centre
Great George Street

Central Library
College Green

Communication skills in Early Childhood
(Schools Council)

Language Development Project .

(Schools Council)

Geography 14-18 (Schools Council)

Geography for the Young School Leaver

(Schools Council)

History 13-16 (Schools Council)

History,GeographyoSecial Science 8-13

(Schools Council)

Science 3-13 (Schools Council)

Science and Technology Centre

Music

Careers

Health Education Service

Health Education 5-13 (Schools Council )

Educationa'PublishersEthibition

Home Economics Enhibition

R L D U

Mathematics for the Majority
(Sohools Council)

Dean Field Study Centre .Exhibition

Schools Art Service ,

,
.

Remedial Reading

and Craft 8713 (Schools Council)

ng Centre

Schools MuseutlService
,,

Religious Education Resources Centre

Schools Library Service

.
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1111111
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aIn

A ioi..4 'Lange o6 support agencies a Schootz Councit and o ex project

ma-CW.4s and penzonna have been brought .6gethen and ate dez ed in thiz

htociume. Even .L you dad itimpozzibee /4 Sind time in one day to coven

att. which 4.4 od intekezt to you, then at tea4t thiz\necohd may be,06 value

to you dot Suture hedexence. Evexy eddott hats been made to pxovie something

od intehezt to every teachex whether in loxi.maxy on 4econdan.y!4choi t.4. 16 you&

pahtieutix needs have not been met, then peeaze .het any 06 ml Advuohy coteeaguez

.dzknow and I wooed wetcome put zuggeztionz as t4 how th9ene may be met in

suture. . 1

Niet the event 1 woutd appteciate your comments as to
t .W v1atue on

atheruai4e. Constructive zuggeztionz dot Suture devetopmentz' woutd\be,,wetcome.

No diftliea/t. use od the in-zuvice day eat:ranked 6ox centAattyoAg ed'a 'vitie4

wooed be ptanned without catedue conzidehation od the commends te 'ved an

comuttation with interested 00414, paxticataxey the CountylIn4exiee

Education Phodezzionme Conzatative Group.

Me-detaits 06 the ways in which each day ih ateocated .to a pattbeUeat

area od the County were cincutated in a tettet to head teachehz on ilth DecembeA,

1975. These axe Listed again eezewhexe in the buchuxe. 1 am zohxy\that in

the present d.inanciae 0-Z./mate it tits not pozzibee to pay thavetting 04 zubziztence

expenses, but 1 hope that the zoning amangementz wiet attow you to zWate and

co-ordinate yours. thanzpoht with coteeaguez." \

Each of Avon's 8,000 teachers was invited on one of three days and the County's

500 schools were allocated to one of three regional groups for this purpose.

This is not, of course, an example of school focused INSET as such but

since many teachers attended in groups or departmental teams, various forms

of.school-focused activities could, at best, arise from it.

L.e.a. advisers, advisory teacheq, media resources officers, etc.,

work with teachtrs and groups of staff in school settings but there are no

easily available accounts of this work. Teachers' centres also work in this

way. For example, the Rachel MacMillap Teachers' Centre in Inner London has

embarked upon a series of experimental approaches to school-focused INSET and

curriculum development. The warden and his two assistants argue that INSET

should support curriculum development where and when it is happening and that

the readiness of school staff to work in this way and the availability of a.

'suitable school-qnitiated project is essential. One such activity involved

the staff group from a secondary school who were teaching integrated studies.

The I.L.E.A. agreed to treat the experiment as analogous to one of its INSET

'Longer Courses' and therefore provided appropriate finance, resources and

staffing replacements. Unlike the usual 'Longer Course', this approach did

not operate for a six-week block of time but used half days, full days and

weak-ends in order to avoid upsetting the school's timetablig too much.
3 r

0
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Approxithatily twenty staff from the first and second year integrated studies

items were involved, so timetabling was a major factor. Most of the

activities took place at the centre, althougu there were also visits to

other schools and sessions at the school itself. Although it is expected

that materials will be produced, the stated aim is to establish a system

whereby integrated studies can develop in a relatively self-sustaining way

in the school in future. The exercise sought assistance from an I.14:E.A.

Media Resources Officer and a librarian. It was originally intended that

an external consultant with appropriate experience, who could offer an

objectiVe view of the work, might be involved on six or seven occasions

throughout but, in the event, the school group rejected this idea.

Universities are also developing work along similar lines. For example,

the University of Bristol School of Education has cooperated with local primary

schools to mount'simirar activities for groups of,schools. The f011oWing is

a typ!lal outline programme dealing with problemi,connected with the high

proportion of armed services children in the two schools concerned:

The Viatthbed Cau4e6 Tidufroirth

and Treatment (With Partu),aft. Rej me to
the Teacher)

(A Seitoot-iBazed Counsel

Theke'lhaz been a t/temendou4 amount o6 research into the witaez
and t/teattrient o6 the emoti4natty datunbed ehied, and unta keeentty,
.this oftut.haz been nega/tded as the pnovince oti the zpee iatizt. it
to yeaduatty becoming teeognized howeva,,that the class teaehek Lo
Oto664 the key 6igivte in the identigeation oicttiteatment o6 the'
eh ad whOi4 <showing p/tobtem6 of adiu.sbnent. Indeed, .ckilditen with
emotional pkobtemz wile tend to act- them out in the 02444/Loom, Whitt

'\dliteetty on .61V/tee-ay .through 64.i.eu/te zahoat

A one,-day aehelot4azed course has been aNtanged 4t4644
guif.endotvputtty Notts' School, and Zettch Ceunttrin6ant4t Schoot,

T.idootth, Ouch watt 'aim to deaf.. u.tith the zpecia,pheittemo;,vitieft
ti met -Con nt them when teaching ehitditen 6natt ittneitine4/04
A theth eohe cat appkoach wilt be made to t.fie, eatusez and tteitment'OS
Mal-arta dikottda and a. prtacticat one to the" note o6 the .te4i.akee.#t
the.,44ietiZotent.and.titeatment o6. the pitobtena. The cotoke. egt4 ,b6
'by 1).:1-444.1/tence, S. A.., Eciudatiewit Pe ychategiat, Sonteia et tcluctiaiitt,
Conitittee.

:,1



The University has also arranged longer term INSET activities for individual

primary schools. The usual pattern here is for theUniversity to advertise

the general school-based INSET facility in its termly bulletimto schools.

A school may then make a general enquiry which is then clarified and

hardened-up in consultation with the University INSp coordinator. Tfie

following is an outline of one such programme:

PRIMARY SCHOOL MATHEMATICS

A &hoot-Based Coume
at

Cateott tuateit.

Spiting Tem! 1975

At the nequezt 06 the head 06 Catcott Pnimany Schoo!,

liticigwateit., a zehoot-based comae has been am.anged 60n. membeitz

06 4sta66 06 the achooe. In conattetati.on with the 4ta66 MA

decided that the ayteabws 4hoed4 be con6ined to a mathemizaas

',skeleton' based on Numbeit throughout the ptilnany aehoot -

(5 .to 11 yeaitz), and the Fte.teheA. .(Ed.) avtie6 'Math.ematik.6 in

Schools' a4 these books ate used throughout the zehoot.

The pattern bon each 06 the eight viethey meetings Wit

be as 6oUoms:-

3.0 - 3.45 p.m. Tutors tom& in a2a64/tooma with teackeu
and child/ten.

4.0 - 5.30 p.m. Seazion don tutors and 4ta66 on the topic

06 Wianbeli.. The wwth centites around di4s-

caa4ion o6 the mate UAL in the 4eitie4 and .

.thin zupptemented by pftaetitat-diacta:sion
peitioda a6ing Atittlettoted appoitatws.

Course tato/a : 1. L. Fox, Pii.naipat Lectu/tekin Mathematiea, and

W. E. Nickea, Se.niott Lei twtex in Mathenaticz,

St. Luke's eottege 06, Editaation,:e*eie.t.
-V ;

The various ways in which colleges of higher education can OroVile
-

external support for school-focused INSET are' eseribed in 'sectione 6 7 8

,or Casa Study, tt '104



External research project teams have also developed school-focused

approaches. Elliott and Adelman, 1973, describe one of the aims of the

Ford Teaching Project as follows:-
. .

'To auppoict claw:Dom action xeaeatch in the area o6 Inquixy/
Dizeovem method's by:

(a.) C./mating the beginninga o6 a ahaned tradition oti thinking
about teaching "which woad txanacend 'such eatabtiahed
educationat 'dxontiexsi as aubject.diviaiona, etaaaxooma,
achoota, and .the pAimaity and aecondany tieeton.s.

With this in mind we <set conpoxate neaeaxch &aka 60/t.
teachexa which we hoped wetted set the04.ituation apeci6i.e
tegeetion within a widei context oi mutuat 4uppont.

The &aka we 'set were as .6otems:-

(i) To apect6y the natuAe bb Inp,i/Ly/D.i.6coveity teaching.
identi& and ctiagnoae the prcobZens o6 imptementing

InquiftylViacovvuj method's, and to expearce the extent
to which they can be genettati.sed within the pkojec.t.

(iii) To decide on atxategiea aimed at xeaotthing pubtema,
teat the ix eiliectivenzaa, and exptone the extent to
which they can be genexatis'e.d.

We atao eato.b.tahed, and have a neaponaibitity 60n maintaining
and adapting, an ottganiaa.tienat tirrameworh., which wowed ISacitttate

the execution o 6 th6e taak.s.

FAAAt,. we got out teacheita to ague to meet nevi/az/ay achoot-
baised .team's to compate and cod :taut expexienee.

Secondey, we asked head teacher's to. appoint one membex as team
co-oit.dinaton, itespoAsilte. 60A. convening tneetinga, tiabson with
ua, and oppoxting the team's work £n the achoot geteitatty.
Thiiul, we, amanged 6ort. 4schooe teams w4.thin way /Leach oi each

othek to meet* negutaray at a nearby Teuchex'a Centre. These

meetig's axe convened by a. tocat adviaex and we do not attend
wste.sa ThIA enabtea teachexa to cxitiai.ae out wort.k
with them 6)teety and the adviaex..to it.e.pon.t pubtem's which may

not have been aimed in our ptezence. Fourth, we have arranged

6on at2 the tiachet invotved to meet thitee..timea dating the
two yeax.4 ot5 the project at 3-5 day xesidentiat woxkahopa: '

1.0
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An account of the 'project from three teachers who are generally supportive

and snthusiastie about their involvement is given by Brown, Green and

Pols, 1975.

10. A Rationale for School-Focused INSET

The developments described above were essentially grass-roots

movements. Although they may each be justifiable in,theoretical terms

as substantive innovations, most of thendid not have improved INSET

as a major goal. The main exception is clearly the professional tutor

role which represents a significant attempt to rationalise INSET. Other.

attempts at formulating a rationale have been made in response to these"

grass roots developments and using work on educational innovation as a

source for a theoretical framework (Hoyle, 1975; Bolam, 1974; Eraut, 1972).

Wemaydistinguish'betweentc.tobroadsourcesofINSETneeds:
the

needs of :ndividual teachers and the needs of the education system. Yet

although the impetus for INSET has sprung from two principal sources,

one model of INSET has predominated. This model, whereby individual

teachers withdraw from their school to undergo training and then return

to their school, is probably well suited to meeting the personal career

and education needs of individual teachers, though even this will not

always be true. What is becoming increasingly obvious is that it is by

no means as well suited to meeting the needs of the education system at

its various levels since it ignores the problems faced by teachers when

they return_to school and seek to implement their new ideas. Moreover,

the traditional INSET model is particularly inappropriate for helping

schools to become creative or problem-solving institutions. Taking these

assumptions as his starting point, Hoyle, 1973, advances four
A
propositions:-

(i) that more INSET should be linked with specific

school innovations;

(ii) that more INSET should focus on functioning

groups (e.g. a departmental team, the heads

of diiiifEbenf-Ora-whole,,-ate04.._

'(iii) that schools should establish
their own staff

development programmes;

(iv) that schools should receive support, including.

consultancy, for their staff-development ppg-

rammes from local professiona cent eit



,;

. (e.g. short

tb

approaches.

for several
4

611 indiViduals,,groups-and indeed:a whole school staff within the

.. 67 '`-'
is not, of course, advocating that traditionial forMa of INSET

courses,4Masters courses) should be jettisoined; merely that
, .

Would be redressed somewhat in favour of system-foeusea

The tepa system focused is here preferred to school-based
4. .

.

reasons. First, it highlights the need to focus INSET

appropriate system context; second, following Clatter, 1973, it is

imvortant,to recognise that system focused INSET may take place on or

off the school site and may be provided: by internal school. resources

or by external resources. Using a. development of Clatter's framework,

the table which follows attempts to classify, many of the INSET approaches

discUased earlier and explore their links with traditional approaches.

Several points need to be made about the table byway of qualification

and cfarifidation. Normal staff meetings and discussion groups have been

included even though INSET is not their prime purpose: it is assumed that-
,

theie and similar activities could not reasonably be regarded as counting

against any individual teacher's regular entitlement to release. This,

could be 9f practical importance in the U.K. when it becomes necessary

to identify INSET activities which do qualify for and count against

release.

Several of the-activities described above can be categorised as

externally-provided, on-the-job INSET aimed at sub-groups and the whole

staff. Most of these4have certain distinct advantages over off -the -job

approaches but they are basically traditional in their use of outsiders

as trainers or lecturers. An alternative approach uses outsiders as

non-directive consultants (Havelock, 1969) but relatively little such-work

has been done in the U.K. There are, however, at least two growth points.

First, there is a developing use of, organisation development techniques.

Second, the work of Richardson, 1973, has stimulated a great deal of

interest in the application of Taiistock-style consultancy to sehools and

has led to a major follow-u;'project. pe-

:4!*,

Finally, it islworth sounding a note of caution'about school focused

INSET. As yet, it has not been evaluated in any comprehensive Or systematic

fashion. Indeed, as we have seen, it has hardly begun of be documented' and
,

described; there is an urgent need for a survey,of good:priotica to:he/
carried out. Professional opini9ii throughout the country is generally ,

enthusiastic about ibut there is a great deal of. 4onfuSionAbontyhat

is iikbaliyneant by schbol7locused or even school-baie INSET and the-
,

og this. enthusiasm ig-oagio4t to assess
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A second reason for caution is the danger that it is being welComed

and advocated for the wrong reasons. Some harassed l.e.a. administrators

see it as a much cheaper way of providing INSET. Some heads appear to see

it as a way of ensuring that external staff, and particularly those from

colleges of educations are excluded from INSET activities; this was one

reason for the professiofial associations' insistence that professional

tutors should be re-named teacher tutors for the pilot induction schemes.

Both of these views deserve to be taken seriously and answered. School -

based INSET is almost certainly cheaper if it is restricted to internally-

provided, on-the-job activities but the use of off-the-job and externally-

provided activities adds considerably to the cost; but if it were to be so
,/

restricted, then it would be extremely probably that the INSET needs of

the school were being given a higher priority than the needs of individual

teachers. Any attempt to exclude external Support staff) especially

college lecturers, from INSET is essentially misguided and short - sighted:

the challenge is to strike the right balance between internally and

externally provided INSET, between theoretical and practical studies and

between school and individual needs. The use of college staff, in some

,cases after re-training, is likely to be both professionally and economically

essential to achieve this balance.

.
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SECTION :

4
CONCLUSIONS

1. INSET Innovations in a De-centralised System

. In the preceding section, five case'studies of innovative approaches

to INSET in England and Wales have been presented and analysed; in the

1

4- Introductoxy section the contextual frameworkstfor these innovations was

outlined. The purpose of this finaleection.is to identify some of the

major issues arising from the first two sections and to explore their

implications for INSET policy here and elsewhere.

Taken together, the five case studies and the contextual outline

highlight one of the most characteristic yet misunderstood aspects of
.

the educational system in the U.K.: -its decentralised nature. Typically,

people from both inside and outside the British system describe it in

terms like pragmatic, teacher-controlled and organic*I. These terms do

accurately describe some important features which are exemplified in

case studies 4 and 5. The main claim for school-based or school-focused

INSET, for example, is that it is elevani to immediate, practical

problems and needs because it is rooted in the school situation, because

it is teacher-controlled and because outside 'experts' can be invited or

not. The actual content and methods of,such school-based activities may,

in practice, be very traditional; the schools"problem-solving technology

may be unsophisticated; the outside authorities in the form of the'L.E.A.

and the D.E.S. may have little or no notion of what is going on'in school-

based training either in individual schools or across the L.E.elort1,

country as a whole.: Similarly, a major appeal of teachers' centres has

been their flexibility and responsiveness to the immediati'pracpical

needs of their clients - the local teachers and, schools.

But this-is only one part of the decentralisationatory:',.lipull-

taneously we have had the moves at national, regional and,10calAeyels

to promote and Coordinate INSET according to somenStiogal!and:Aried

plan to deal with various problems and needs. 7Thus,' A4.$.T44,,pund

MIST have been establish ed and have produced several d4Cisi*On.0#0er

the R.C.Cs.T.E. are projected but have net 'major 'obstacle

L.E.A.s have established local INSET coordinating 611;mlifeteii;

T.I.P.$. Project case study describes this approsicli4A'Setion:

110
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nationally sponsored project to examine the. feasibility of an induction

-scheme designed to hdlp new teachers and, incidentally, to reduce the

impact of a teacher surplus on the profession and the colleges of

education. The Open University's INSET activities may also be considered

as falling within this pluralistic notion: it acts as a national

influence on professional behaviour.

The simplistic notion that Britain has a decentralised system

receives its biggest jolt from the example of the contraction of initial

teacher training generally and of the colleges of education in partic-

ular. There has been no question here of teacher control or organic

development: control has been exercised by the government through the

D.E.S.; the changes have been traumatic for many of those involved.'

In general, the apparent incontravertibility of the statistical

projections has muted criticisms and objections. More disturbingly,

the struggle for a contracting market has led to some novel and
o

extremely unpleasant competition between colleges and between both

departments and indiy.iduals within colleges. Only recently have the

traditionally moderate Association for Teachers in Colleges and

Departments of Ed4cation*(A.T.C.D.E.) and the more militant Association

for Teachers in Technical Institutions (A.T.T.I.) joined forces in.

the National Association for Teachern in Further and Higher Education

(R.A.T.F.H.E.) to make objections to specific developments and proposals.

One incidental outcome of the contraction of teacher training has been

the widespread criticism of manpower planning techniques in education.

2. The..Lationii4offTeacher Surplus.

The most iMportant feature of the present situation is undoubt-
, .

edly the dramatically reduced demand for teachers. The consequences

of this stark fact ramify throughout the education system but even now

it is not easy to grasp or think through all the implications. The

most obvious consequences are that teachers face unemployment, that

colleges have to close or contract and that many college lecturers

face redundancy. However, the particular difficultiesdf.4pwli,

. qualified teachers have implications for the induction proposals.-



Whereas comprehensiVe schools have commonly had from ten to

twenty, and primary schools up to six or seven, probationers each year,

in future most primary schools will have no probationers and.most

secondary schools will probably have less than ten each year. This

is because there are far fewer vacancies which in turn is due to the

decliiiie in both the pupil population and the number of resignations

4 by experienced teachers. (One can only'speculate why this latter

phenomenon should be occurring now but at least three factors could

be relevant: the general, fear of unemployment; the increased relative

appeal of teaching following the recent substantial improvement in

teachers' salaries; an increased tendency for married women to delay

having a family, particularly in a time of high inflation and

unemployment.)

Whatever the reasons, there are going to be far fewer - possibly_

two thirds fewer - first year teachers in future. This should mean

inthat colleges can be more sliective n accepting students, provided

that the demand for places remains high, that schools can be more

selective in accepting new entrants, and that L.E.A.s can ensure that

more probationers are placed in sympathetic schools. In short, this

should lead to an improvement in the quality of new entrants and in

the experiences they encounter during their first year. At the

individual level, this will probably make only a marginal difference:

individual probationers will undoubtedly continue to need reasonably

systematic help from sympathetic colleagues.

At the levels of the school, the professional centre and the L.E.A.,

however, there will be substantial differences. It will no lOnger be

viable to mount induction programmes exclusively forprobationers as

,,has been done in the pilot schemes. The role of primary school teacher
4K-t'

tutor, for example, could hardly be jdstified for one or two probationers

in one year if there were to be none over the nextthree or four Years.

The role, would, however, be viable if it were extended to include a

responsibility for student teachers on school practil-e and' ENSET-for

experienced teachers. Similar arguments hold good at professional centre

and L.E.A. levels: the whole exterprise makes much more logistic;:,
t

economic and professional sense if the training activity- Seen as a

continuum and, in particular, if induction is seen as the foundation

year, and an integral part, of INSET.
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`Release for INSET is of central importance both for its own sake
tad fOr,Ita iMplications for the situation, caused, by the reduced demand,
tor teadiers. The White Paper 'supported the James Conmittee in prciposing
`iCa% reliaiia for INSET, inCtuding induction., and all the projections for
the future size of the teaching force are' .based; on the premiss. that
12,000 teaChers viii be needed to make, thie, poiSible. As iii.ba4e, seen
they 25Z reduced.teaching1oad for probationers was the mostyo.ued
.feature Of the pilot. induction scheme and there:4s general ,agreement
that release, is vitally important for INSET as a whole.

In a situation of teacher surplus, 3f teacher release for:,040
increases the demand for teachers by 4,600'-and th_ ut. reduces,. teacher
neemplayment. As far as the colleges of 'education are ,concerned -,it
reduces the number 'of lecturer redundancies by increasing the number

.

of initial training places and.by making the whole INSET 'exer``tiie> viable.
The Latter point.la especially important,: at:,Preaenttherettegeti,*'-:tii*
of,plannitig INSET courses to jUstify the retention.I.Of staff:
made doubly difficult because they cannot count on .teachers being

-relesaied to attend *their courses'.

1977-18'is the latest date giyen by the goverment for the..start
of the build-up. towards 3% release but this must depend on the icOnomic

-4 ' ,47VNt,,:

situation at the time. When the White Paper yeti, isliied :the' 'figures tor
both teacher supply and the economy - were the,tascendent.
present economic crisss, the problem -facing the,:goyerpme nt 101*
a way of ensuring that the 12,000 teacher's allocated

,',INSET proposals are actually employed for this purpose by, thee:'YYtitsl
,authorities. The present block rate aviport grpat
.author ti4s to take the_ money but to refuse to employ taste**

.t

SiCrOvpOses.



4."Ratioualisatian of INSET provision

Given the un4erlying economic crisis and the teacher surplus a

key target over the text few years will be_the rationalisatiad of

resources for INSET. As far as providing agencies are concetned, this

is likely to involve them in a process of self-appraisal to establish

haw best they can contribute to INSET.

Some uni4eriiity schools of education, for example, are already

considering just what their distinctive, and possibly unique, role might

be. Taylor, 1975, has posed the issues in the following terms:-

1t might be ketput we tibust Looked. at what we

see as distinctive in the note oij the univeiisity in the

-imptovement o6, teaching, and had some discussion aboUt

the benegts and costs $76, 6ocusaing (nix nesowtces mote

natitowey." Such distinctive elements include fa mulct

investment -in teseaiteh, a coMmitinent to the cAlticat

evatuation o 6 the conveaionat Wisdom (Ili education,

the genetation and assessment olS new ptactiLet; and

ideas, access to high - quality tooth in the so-e-tat- .5c.ened

and humanites and an abitity to Luting this .to bean. upon

educationat ptobeem4, the I:cu.-al-ties and experctoe we

have in educating and ticaining men and women lion, speciat.-

ist and senion. 'n.o.te.sitt the education se/mice, donaideit-

ab4e titeedom cowt.se ptanning and Impulsion, and a

pozd-cion (4 independence, via a Vi6 eMptoying kodie6 and

teacheitz' o9an.isations.

16 univeialtits ague to accept some o6 the*coment

im.oposetts eon. new patterns oti tegiona otgani4ation,-,,eind

decide. to COneenttate attention and ite6bukceS. 06444.

adVanaed6t.f.u4e6 /taw/telt that constittite thilit. Most

distinc,U.kie iontitibutiOn, Wilt 446 4:Oceng4t, tik 004ize* :-

the inituence they might othetWi4e hope: to; ha4:upon'tke

evott44404 4clucattana(*idea4, 014-4404-00.4:'04:*4..

and tea:tune noom? Wit* tesson4 axe to. '60:1:60*

/,te4per-e-610/m, expeicience ScOttand find 40rilett.li.e,

einOoroteath:courvaieis? what. 0'4'



49,naintaip. 'a maim invotvement eilaute

teaeheit education, .in.6 ehviee9, and
negiOnat,:aooitztimation,a4t AaVielf.#441.- OhiPte:e ,the
:¢44044140.64,' 94 the uni.'vemi.t.

the otheit hancli rsuight that conpabution,:be clir4.1444,
by a ati1.24.tigite44,0 .stand. `balk top, the'
atteanizatEotta4 and qua4,..pogAtteit.,,4:nvo4vOneti4"'that--

hare chattagteic.i4ect the'past4.04L-421" '4 A

titivat'itniefrit epitn,Cri

The role of colleges has already been discussed.* at 440 B..4 one
,

,already
. ,:-: --.;,':_.., ,...,i' -'., ,,,,,,:t-,,,:,:.-,,k-,:, ,

additional aspect ought to be,00nsidered .:4e. ,ptcolefs:ial41,,ae0* IL

give
- :.'.1,;.k,` '/,''

concept, As soon as attempts were made itogiVeinstitutl.iinat expression
.:,

to-itha grata:44)nel ;entre, concept, twO brdad ;tyPeteMerge sli4f0
type 'simply involved the designation of thsWhOle-pijo4ic of 1.1,0 0 ,

of education or 'large teachers' ,centre as ,a,prOfeSeiOne/2'Centre.
the LiVerpoal gilt:it induction sae** for example,,,. the'iii4e ii,Q

444.140: ,

ow,''.6

Teachers'' Centrerand several colleges of eduoitiortyere,ego
ae, Professional centres. The second type, involved the'sdeer-
apprOpriete ,local or regional resources as, what might ;per**

'0644' of as a professional resource netWark:" lil',OOMerSe or aikatigla,
several medium-sized .teachers centres and other reeotirceis,wit wthe,
county were designated as a professional tent*. The,,Originel'ieMes
Coseittie idea was that institutions would' have to reach .certain Standards
xu terns"-of stiffing, equipment, library facilities' etd.':befOrt.:they
could be recognised as professional'Oentresby the-yprOject4
.Coordinating Committees but this condition has OF ,heen 40000' is
now far from clear what could or ought to conistitUte-eprofeSeionei
cent* or, indeed, whether the concept is ehelpfUl,
reality of the present situation is that up tO-,10:
colleges of education is going to be Made:-AVaileble

:including induction, ThiS fs too,.substsntialen
'AO "r

to be- ignored or undervalued r44:11 ttiar4Iro- it
the professional centre labe l Sta,000.;'0--,x

Th!ft' role of teschere" eentrea0n,gener
develop. more Or less ,along presiAt the*

y-P5.c*f Xhusi they V.13-1-



provision of short courses, opportunities for small Scale curriculum

AaVelopmant, and dissemination facilities for national curriculuis

projects. Economic pressures mill probably lead to steps to rationalise

and cut-back on teachers' centre provision} centres may beSame smaller

closed; Some teachers' centre wardens may be made part-time teachers as

well. L.E.A. advisers will probably look increasingly to teachers'

centres As the natural bate-and outlet for their INSET activities.

1975, identified three distinctive characteristics ofteaChers'

centresr teacher control; smallness of size; and organic rather than

:,centrally planned development. Taken tog4ther, the' factors- adtlined

above could represent a significant change in these thtee fundamental

characteristics.

Moving to the school level, the major INSET innovation proposed

by the James Committee was the professionil tutor. :In,tbe official,pilot

schemes they have been renamed teachertutors and restricted to induction

but the other two aspects of the role - initial training of student

teachers and in-service training of experienced teachers - are being tried

out in some 'unofficial' schemes. The first, thing to be said abr. the

implementationof this innovative role is that it has generated a very

productive debate about the problems of training probationers an abodt

the needs of the trainers themselves. In my view, this would not have

happened hada separate and novel role not been created and had, say,

heads or deputy heads simply been asked to take on the duties, of a

. .

hypothetical teacher tutor. The fact that over 500 teacher tutors had

to be trained for this new role in the two pilot areas has added a.

significant and challenging dimension to our understaiading Of the problems

and opportunities presented by schoal-coordinated initial, induction and

in-service training.

Nevertheless, in the long rim it may be lbettet to re-Amaist the

problem" by defining the staff development tasks whiChlleed'ioNbt'donest

the school level,, by /dent/fling the pec:1people WS400400*o can

beet .carry thank out. If any one person is goiilg'to be-VeaPonsi.bialor

all three aspects of the ri4s, then it probal0e,SaMeb4p4t.a, bobt

deputy held level. In a large school, howeVer one:m*0*j*

0040Wky do justice to these 4q4es ati4,4e4ity*, ei,4,40;c1cia

t:,,achotila4ht establish a. Staff devOldii10ht' 41*A '

;thOi'Ve(44.4,0A41414 posts and cofitaixatedlv'4'



schools could extend their existing arrangements for staff development

along these lines, at, little extra, cost. The crucial step is the specific

`, allocation of duties within theframework of an overall school staff

development policy.

,A A second major issue at school level is which of the INSET activities

identified in the conclusion to the case study should count against a

teacher's release quota. Internally provided INSET will usually have as'

its main aim 'the improvement of the system the school) and as, such

it should not, as 'a rule, involve much release or count against entitlement.

It should, however, bethe professional rosponsibility ofievery head and

school staff to ensure that it takes place within a coherent policy frame-

work. By extension, it should also be the responsibility of every L.E.A.

to ensure that its schools have such a policy. The main type of INSET

which should qualify for and count against entitlement to release will,

therefore, probably continue to be externally pioyided.activities of a

substantial nature i.e. one term full-time equivalent or more.

Finally, the-contribution of other agencies and methods in INSET

is, at present, inadequately researched and their potential inadequately

-thought through. In particular, the role of distance teaching using

mass media ought to be more thoroughly explored and exploited.

5. Features of Good Provision

Although the conteut of INSET necessarily depends upon'a variety

of particular local or specific factors, there is some agreement at

. national level aboutccertain desirable features of good INSET pro4isian.

At L.E.A. level, the following are considered desirable: the formulation

of a coherent L.E.A. policy on INSET, including induction; the appointment

of a senior officer, usually an adviser, to coordinate the implementation

of this policy; the adoption of identified INSET daysltsapart,p the

policy. Similarly, at school level, the following featureiare:thoUght

to be desirable: the formulation of a cohereitschoollINSO pOliCy; the

appoiiniment of &coordinator, usually a dePuty-head,cr teacbef :tutor,

for INSET and induCtion within the schoql; thi,i4oRtion

INSET days within this policy. Within the providing agenClolia;*d'vaitid.,,

.ulattythe.collegeS of education,' there ie a-trend taWard'



appointment to the staff at a fairiY".aenior level (e.g. dean .of faculty

of deputy principal) to coordinate the college's INSET programme,.

At nationalvlocal and school level there is aneed to clarify the

role of curriculum development in INSET. In particular, the financial

and logistic implications of the latest Schobls Council policy have yet

to be thought through.

6. Consultative and Planning Procedures

One of the most significant recent innovations in the framework of

INSET has been the establishment of consultative and planning machinery

to ensure cooperation between the three main interest groups - L.E.A.s,

providers and teachers, and to preserve. a balance between employer and

system needs on the one hand., and professional and individual needs on

the other hand.

At national level the ACSTT and MIST committees have been success-

fully established but the situation at regional level has been complicated

by related developments of a political nature.

Machinery at local level havbeen established in an ad hoc fashion

and is made more confusing because olthe dual role of Ladt.s as

employers and providers. In the future it will probably be necessary to

rationalise and reach agreement on;

a) the respective roles of L.E.A.s, providing agen9ies and

teacher associations in relation to threen;ain tasks:-

teacher release, INSET provision and the coordinatia

of INSET at local area level;

b) the respective functions or powers (i.e. who hes exec-

utive\spoirer and who has advisory power) dethe threa'

main interest groups in relation to these -threttain

,
At school, level, *attain head* have established staff ,INSET

-

,goimitties vied. other .86001a will be encouraged P:$: 4166444

similtinialternativi procedure:



'Philosophy of INSET

Until recently there had been very few attempts-to devise a:

'philosophy of INSET and INSET activities had therefore been essentially

*atheoreticai in the sense that they were not rooted in any theory.

However, since the James Report and the White Paper, discussions, about

INSET have tended to distinguish between two sets of needs - individual

and system.

(a) TheProfessientAroac2214,
As was argued in Case StUdy 51' INSET has tended in the past to

consist primarily of eternaily provided, off-the-job courses for

individual teachers. The implicit rationale for this approach was that

INSET should be aimed first and foremost at the education and:training

of individual teachers and that the system would necessarily benefit

as a result. This stress on the importance of the,profession#1.develop-

ment of individuals finds its mOWie'Oent expression in the triple I

training continuum (initial, induction and in service)' concept and in

the first discussion paper produced by the national MIST committee

which outlined a career profile concept as the basis for INSET.,

As yet there have been few-Published attempts to relate the

professional development approgch to continuing of recurrent, education

for teachers. It has generally been assumed that they are similar and

that there is no necessary conflict between an individual's personal

and professional educational needs.

(b) The System Development Approach

The principal alternative to the professional development approach,

was described briefly in the final part pE Case Study wherd*le'a.
1973 arguments were outlined. The essentials of thitviaYsteandsveloOmetip

or system focused approach are that INSET should goot,(14,4tovs,444:

innovatione wIthitt.the school and should receive outIOASUpport:%--4rAut,

1972, has described 'the way in,which- this .can :happen and; Oinsk, ;014 halt,
argued thikp professional ,gut Opt, properly . .
powerful internal change -agents, tot link up with this 4.):14,444:400**t

The systeM development approach is.10034,--, -'4'70404g#*,
arsinnpvation which has perhaps bean isom0eggently ,AlabniAt

, w _ ...,

gaVielock, 1;969 $ who Argues- that, the itrchleasOlVing, tapA4ty,,41, schools'...,.
., .



has to be nurtured and ,developed if effective innovation is to tike

place. More recently these ideas have been developed in a European

context in the C.E.R.I. 'Creativity of the School' Project.

The appeal and advantages of the system development or school -

focused approach in the U.K. are evident, netwithstaikdi.4 the relatively

unsophisticated techniques which it currently em1316ys. -,,;ievertheless

there are dangers in overstressing it at the expense of professional

development, not least that it could lead to employer dominated INSET.

The importance of striking the right balance between the two is there-

fore paramount.

1 8. INSET Trainers: Credibilit and Training Needs

One of phe main reasons for the appeal of school-fOcused INSET

is because outside experts frequently lack credibility '4th classroom

teachers and school-focused INSET appears to provide the ideal opportunity

for excluding them and including other teachers as course lecturers etc.

This credibility gap exists to a greater or lesser extent with all

external trainers, including L.E.A. advisers, bet it is widest of all

between teachers and college lecturers. The latter are invariably

labelled as 'remote' and 'theoreticians' with little practical knowledge

of contemporary school situations.

How far these views are based upon stereotyped thinking is

debatable but they are certa%ily widely held and have to be taken into

account, particularly in a situation where many lecturers face. redundancy.

Serious thought is, therefore, currently being given to ways of providing'

opportunities for college lecturers to renew their school teaching ever-

ience and of enabling them to demonstrate their profeasional' competence,

for example ,in joint curriculum development exercises in Schools'.

There is, however, a more general' PhenoMenop whieh is ,iatiOrtantt

there is cohaiderable indirect and irepreesionistid-evi.dinCe-thatt Seheoli

:are reluctant' to seek external:help' or consultancy --4,Ay.,:i5ind or to

liseit if it is offered': (Thil:tharact,eriatiC

exclUiive to schools; university departments Ot'edUCatiOr4i*OrAns

are not noted for their readiness, to seek eiternat'heit;;Oien they

upon 'major imnoVations.) -Yet, although it .potiee:Ma3a*,,ipractical.,

theoretical problems for those idvO4iit 4:SpOi4t64,iiiteit ,4444'



are based outside the schools, there is little published evidence that

these problems are being faced in training courses for external t- rainers.

-Until recently, there were, in fact, hardly any systematic

'training the trainers' programmes and, even now, they are few in

number. Many universities did see their, M.Ed. courses as a means of .

INSET for college lecturers who wanted to teach on Bachelor of Education

courses; and the preparation'of courses for C.N.A,A. validation has

provided a very powerful on -the -job, training experience. But, in

general, the introduction 'of 'training the trainers' courses is a.

post-1976 development. Eraut, 1972, dek scribes a very carefully designed

and piloted programme, but this is stillikceptional. Most advisers,

teachers' centre wardens, college lecturers and university lecturers

have received no such training although programmes are being developek

However, even where they do exist, training the, trainer programmes

tend to rely upon traditional methods. The-early douries for teacher
Ilk

tutors in the Liverpool and Northumberland pilot schemes', for instance,

made little use, of micro-teaching or interaction.analysis. The .contrast

with certain of the'U.S. Teacher Corps programmes could hardly be

sharper in this respect. Partly this lack of technological sophistication

is due to a deep-seated scepticism on the part of teachers, heads and

advisers about the value of such training; in partiOular, initial or

preparatory training schemes are received dubiously. However, the

pilot schemes provide a good example of the way practical experience

has led to a recognition-of the usefulness of on-the-job training and

support for tutors and to the serious exploratidn of more_effective

training techniques. It may well be that the U.K. is on the verge -of,

ie widespread recognition of the importance-of effective progra!:omes for

*training trainers at all levels of the system.

9. INSET Evaluation and Research

To &lite there have been very.few published 'accounts of systematic

attempts to evaluate INSET. The Teacher Induct of

in that it had an evaluation'` component built inyfrom the start. Thar

prob.leMs encountered by evpluators-in,,this field are*roadly_apaikiag*

similar to those faced by curriculum evaluator& L4.action.riaiarchera.
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Classical experimental designs are usually inappropriate and the alter -

native evaluation strategies which have been devised tend to be crude

and unsophisticated because of the problems inherent in the task. There

is now some consensus about these problems and about the necessity to be

satisfied with alternative
evaluation strategies (vide Parlett and

Hamilton, 1972).

Nevertheless, there is a clear and urgent need for reaesrch into

the identification and improvement of INSET evaluation methodology at

two levels:

a) for large scale and external evaluation by full-time researchers;

b) for smaller scale, internal evaluation by INSET providing agencies.

With respect to (b), the twofold need is for simple And straightforwatd

methods which can be used by INSET practitioners for formative and

suamative course evaluation and also for self-monitoring of the work

of the providing agency itself.

There is, however, an even greater need for an improvement in

the INSET research base at national level: at present there is a serious

lack of information and research about vitally itportant aspects of

INSET. Comprehensive-national information
about INSET is now ten years

old and, in consequence,
disproportionate reliance has to be placed upon

ail hoc local and individual research. Strategies and procedures will

soon have to be devised for the'regular collection at national and

regional levels of the following sorts of survey data: -

a. Available Resoutces - staff (e.g. teacher advisers)

- institutions (e.g. teachers' centres)

methods,(e.g. material)

b. Ongoing Activities - especially short courses

school-based'attivities

- distance teaching

c. Evaluation Procedures

d. Consultation and Planning Procedures

*. Research and Development Activities

f. Costs

g. Teacher needs

System needs 12'241
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146re fundamentally, a national policy and strategy ought to be

devised for the identification of INSET research needs and priorities, .

perhaps under the following broati headings:

a. Information collection (of the sort outlined in (a) to (h) above);

b. Research and development.

Examples of work falling under (b) could include a focus on training the

trainers; training of administrators; materials development; and training

for participation in decision malting within schools.'

10. 211a1j:222...naLYALisy.

All major sections of professional opinion in the U.K. are now

publicly committed to a policy of expansion and improvement of INSET,

inctilding.induction, broadly along the lines of the 1972 White Paper

proposals: he task is to find the means of implementing this policy.

The essentials* of the task are'clear. Central gOvernment has

responded positively to the teacher surplus by agreeing to 12m0 teachers

and 20% of college staff being available for an INSET policy based upon

3% annual.teacher release in 1981. If this policy is to be implemented,

local education authorities must feel able, and be prepared, to finance

both the release of 3% of their teaching force annually and the employment

of the necessary replacement teachers. This, in turn, dependsupon the

heads and teachers In individual schools- beillg ready to give this use of

teachers priority over, for example, the reduction of class sizes. The

fundamental obstacle is; therefore, one of money and professional attitudes.

Within this broad policy framework, certain otherimajor tasks

remain. An appropriate and adequate theory or philosophy of INSET has

. to be devised, discussed and agreed. It will have to strike a balance

between individual and system needs and will probably give gre ter

emphasis to the latter. This may well be done, for example, th ough

school-focused approaches which are generally considered to be re

relevant than traditional externally provided, off-the-job activities;

to offer greater scope for effective improvement in the system; aud,

finally, tooffer no serious threat to individual professional develop-

12$
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meat approaches. Experience could lead to a change of view, however,

.anc(for this and several other good reasons, a pluralistic approach to
-

.

'3INSti is desirable.

The main practical tasks are to ensure that a rational and

efficient useismade-of available resources, particularly in the

providing agencies. This, in turn, will require the establishment of

appropriate planning and consultative machinery at national, regional,

subregional, local area, providing agency and school levels.

,4tit
A vitally important-ongoing and longer term task for these

planning bodies, particularly at national and regional levels, will be

to establish appropriate procedures for collecting INSET data and deciding

on priorities for INSET research and development work.
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